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ABSTRACT
THE JOURNEY: AN ETHNOGRAPHIC CASE STUDY OF MULTICULTURAL

EDUCATION IN A PREDOMINATELY WHITE, RURAL, PUBLIC
ELEMENTARY SCHOOL
FEBRUARY 1995

JENNIFER
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.

.

,

LADD,
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PACIFIC OAKS COLLEGE

UNIVERSITY OF MASSACHUSETTS AMHERST

Directed by: Professor Masha

K.

Rudman

The purpose of this study was to understand how a

predominately White school conceptualized and implemented
multicultural education.

Presently, multicultural

education is discussed in the contexts of urban or suburban
school settings in which there are students from a variety
of racial and ethnic backgrounds.

Little has been written

about multicultural, particularly anti-racist /ant i-bias

education in mostly White rural areas.
The study was conducted over a five-month period from

February 1993 through June 1993 with informal visits in the
fall and spring of 1994.

The data is based on

observations, documents, and interviews with teachers,
aides,

staff,

and parents.

of multicultural education,

Questions addressed definitions
successes and barriers

encountered in the process, and suggestions for further
improvement
The section on definitions of multicultural education

includes eight categories: Accepting and Respecting Self

viii

and Others, Learning About Self from Others, Developing

Critical Thinking Skills, Addressing Issues of Bias,

Learning Through Contact, Standing Up for Justice, Going

Through the Process, and Integrating Throughout the
Curriculum.
Factors contributing to the school becoming more

multicultural were: a strong and open staff, an in-depth,
interdisciplinary curriculum,

a

school-wide practice of

inclusion, a small school with strong parent involvement,

and a supportive community located relatively close to

a

university town.
Factors that hindered the school from becoming more

multicultural included: an ambivalence about the role and
significance of race and racism,

a lack of

agreement about

who ought to provide leadership and how, a lack of a

permanent forum for discussion and guidance as the school
moves through controversial issues, and a state of constant
change which made planning difficult.

Despite these barriers, the school community's

capacity and commitment to learn and grow creatively in the
face of such challenges suggested a strong foundation for
the life-long process of becoming a multicultural school.

IX

TABLE OF CONTENTS
Page

ACKNOWLEDGMENTS

ABSTRACT

.

v

....

vm

CHAPTER
1

.

CONTEXT FOR THE RESEARCH
Introduction
Definitions
The Setting: Welcome to the Roadtown School
Statement of the Problem and Background
Statement of Purpose
Summary

2

.

REVIEW OF THE LITERATURE

.

Whites in General
Preservice and Inservice Training for
Monocultural Teachers
Rural Populations

.

1

4
9

21
22

.

Overview
Multicultural Education and Human Development
Different Approaches to Multicultural Education
Multicultural Education with White Populations

3

1

.

.

23
24
33
43
43

48
52

Practices for Implementation of Multicultural
Education
Summary

57
66

METHODOLOGY

67

Overview of the Approach
Data Collection

70

67

Researcher as Instrument
Trustworthiness
Observations
Interviews
Documentation
Data Analysis
Limitations of the Study
Point of Entry into Roadtown

x

70
71
73
76
80
81
82
84

DATA PRESENTATION AND ANALYSIS
Section

I:

....

School Vision and Definitions

g

i

....

91

Terminology
Accepting and Respecting Self and
Others
Learning About Self and From Others
Developing Critical Thinking Skills
Addressing Issues of Bias
Learning Through Contact
Standing Up for Justice
Integrating Throughout the Curriculum
Going Through the Process of Change

104
107
109
112
116
117
120

School Vision Statement
Concepts Derived from Individual
Definitions

.

.

.

Summary

gg

223

Section II: Successes

224

History
Inclusion
Students' Treatment of Each Other
Curriculum

224
226
132
234

A Closer Look: African-American
History Through Music

Approach to Student Evaluations
Motivated and Open Staff
Parental and Community Involvement
Summary

140

....

Section III: Barriers and Challenges

Predominately White, Rural Community

158
.

.

.

Lack of Racial and Ethnic Diversity in
the Community
Shelter Versus Isolation
Being of Color in a Predominately
White Community
The Difference in Numbers

Predominately White School

160

161
161
165
167
172

For Whites
For People of Color
Entering and Being a Minority
White Self-Consciousness About Dealing
with Race

....

xi

145
246
151
257

172
174
175

177

The Significance of Race
Handling Conflicts
Whole-School Commitment
The Need for Group Leadership

180
188
192
196

.

.

.

!

Vision Statement: Hard or Soft?
Other Activities: Hard or Soft?
Who Takes the Lead?
The Need to Deal with Other Issues
-

198
199
199
201

*

1

Children From Stressed Families
Structural Factors
Summary

206
210
215

Section IV: Suggestions for Future Action

215

More Meaningful Contact with People of Color
and Others
.

.

.

Hiring Staff of Color
Exchanges
Visitors

216
217
218

Learning About and Addressing Race and
Diversity
Learning From Diversity Committee
More Communication
Discussions about Social Identity
Community Events
Examination of Library Books
Staff Development on Racism

218
.

.

.

.

....

Monthly Meetings With Colleagues
Observing Other Teachers and
Schools
Bringing in Experts
Conflict Resolution Training
Expand the Curriculum

222
222
223

....

Learn From Models in History
Second Language Acquisition
Increased Integration of the Arts
.

.

.

.

Learning From Students

Learning From Roadtown's Diversity
Religion
Travelers
Careers

.

.

Xll

219
219
219
220
220
220

224
224
225
225
225
226

....

227
227
227
227

Cultures Within Roadtown
Elderly and Oral Histories
Class and Education

’

*
’
^

Helping Stressed Families

229

Parent Orientations
Clearer Expectations of Families
More Financial Resources
Social Services at School
*

.

’

*

.

Summary
5.

228
228
229

229
230
230
231

231

CONCLUSIONS AND IMPLICATIONS FOR RESEARCH

232

What Is to be Learned

232

Brief Review of the Year
Factors of Strength

[***''

Staff

235
238

Curriculum
Basic Shared Values: Inclusion and
Openness

239
244
245
245

Small School
Involved Parents

Community
Inhibiting Factors

247

Ambivalence About the Role of Race
Need for Leadership and Staff
Development
Adjusting to Constant Change
.

Summary

232
235

.

247

.

254
258

259

Questions for Further Research
Conclusion

EPILOGUE

261
264
266

APPENDICES
A.
B.
C.

CONSENT FORM FOR THE INSTITUTION
WRITTEN CONSENT FORM FOR INDIVIDUALS
NAMES AND ROLES AT ROADTOWN

BIBLIOGRAPHY

274
276
278
279

xiii

CHAPTER

1

CONTEXT FOR THE RESEARCH
Introduction
The purpose of this study was to examine and

illuminate factors that contribute to or inhibit the

integration of a multicultural (i.e., anti-bias, antiracist) perspective into the policies and practices of a

predominately White, rural, public elementary school in New
England
For the most part, the focus for multicultural

education has been in cities and other areas where there is
a large

culturally and racially diverse population.

The

significance of the study is that children growing up in

predominately White rural communities also need skills for
living and working with people from

backgrounds.

a

wide diversity of

Multicultural education, anti-bias, anti-

racist education needs to inform the learning process so
that children will be equipped to work towards a more just

and loving society. Integrating
is a life-long process.

a

multicultural perspective

This is the story of one school's

journey along the multicultural road.
Definitions

People use the term "multicultural" in a multiplicity
of ways.

For the purposes of clarity within this paper and

the context of this project the words,

"racism,"

"White,"

"homogeneous,"

defined below:

1

"multicultural,"

"rural," and "other" are

Based on the work of Nieto (1992) and others,
my

definition of multicultural education is: anti-racist,

anti-biased education that equips students to understand
themselves within the context of
class,

a

society divided by race,

education, sex, religion, region, sexual

orientation, physical and mental ability, and age (DermanSparks,

1989)

In addition

.

think of multicultural

I

education as equipping students to be capable, creative,

compassionate activists who collaborat ively shape society
to be less oppressive and more just and equitable
1989)

.

I

(Purpel,

assumed that participants had different

definitions and so chose to use the more neutral term
"multicultural education" rather than "anti-racist," or
"anti-bias" education.

Racism is
race (Wellman,

a

system of privilege and advantage based on

1977).

It

of our lives: personal,

finds expression in all aspects

cultural, and institutional.

Racism is not just prejudice based on skin color: it is
systematic oppression of people of color, sometimes
consciously, sometimes unconsciously, by Whites.

When using White
descent.
history,

I

am referring to people of European

The term "White" is used because at this time in
in this society,

the pigmentation of one's skin

has significance in relationship to one's access to

opportunities and power in the larger society.

I

am

choosing to capitalize the word because, though it is in
reference to skin color, the word is not really used as an

2

adjective (neither is "Black" in reference to Black
Americans)

.

I

believe White and Black are used as proper

nouns, as labels for particular groups.

When

I

use the word homogeneous

I

am referring to a

group of children among whom there are many differences
but

who share certain traits which are significant.

In this

case most of the people in the community are from European-

American backgrounds, have

a

belief system based in a

Judeo-Christian ethic, live in heterosexually oriented,
though varied,

family units, and speak English as their

first language.

These community members may be very

different from one other in terms of educational, socioeconomic, and family backgrounds.
By culture

values,

I

mean a dynamic system of shared beliefs,

language, and practices held by and passed on to

the young by a group of people who are often, but not

always,

the past

linked geographically either in the present or in
(Singer,

By rural

I

1987).

am referring to

a town

with a population

under 1,600, according to the 1990 census.

It is important

to note that not all rural towns are predominately White;

however,

this one is.

Other refers to the label applied to those who do not
fit into members of the dominant culture's sense of "us" or
"my" or "our" group.

It suggests the mindset that places

people into a "them" category; one in which differences are

3

perceived to be not only more salient than similarities but
also more threatening.
The Setting: Welcome to the Roadtown School
The Roadtown school is located in a rural town in

western Massachusetts.

To get there one drives along

wooded back roads that wind up out of the valley into the
hills.

The town has a post office, church,

tiny library,

fire station, and small town hall not big enough
to hold

Town Meeting.
school,

This major annual event happens at the

as do the other town committee meetings,

the local aerobics class,

along with

informal basketball games,

bookfairs, and other town events.
The town has a population of 1,561.

Ninety-seven

percent of the population is White, 1.2% is Black, 1.8% is
Other.

The Latino population crosses racial lines and is

said to be 1%.

In homes,

1,419 people over five years of

age speak English; 11 people speak Spanish; and

Asian based language.

3

speak an

The median income is $42,000, which

is above the median for the county and a little below the

state median income.
The small elementary school is on a side road.
a

It is

one-story brick structure surrounded by woods, some open

play area, and a few houses to the north.

In the fall

children play soccer and street hockey; in the winter they
slide down the hills on plastic trays; and in the spring
they return to soccer along with playing a bit of T-ball,

tether ball, and tag.

4

Besides the principal there are ten classroom
teachers
(not including the two preschool teachers
who are in

another building), seven classroom aides, one custodian,
two special education teachers, and one secretary.

Part-

time positions include the librarian, two cooks, school

psychologist, speech and language pathologist, nurse,
school physician, music teacher, instrument instructor,
P.E.

teacher, custodial assistant, and an art teacher.

All

staff are of European-American descent except for one aide

who is Israeli.
There is a kindergarten, first grade, mixed

first/second grade, second grade, three third/fourth grade
classes,

two fifth and one sixth grade. Of the ten

classroom teachers in the K-6 building in which the study
was conducted, three are male; of a staff of 32 at the

building, nine are male.

Some teachers have been there for

twenty years, some for two, though most have been there for
some time.
The school has carpeting throughout.

The walls are

brightened with carefully crafted student art work and
projects.

Calligraphic signs and labels, made by the sixth

grade teacher and his students, grace the walls as well.
Rooms are bursting with books, desks in circles or pods,

and in most rooms, a computer.

There are turtles in the

sixth grade, a mouse in the fourth, and a gerbil in the
kindergarten.

The halls smell of homey cooking, very often

of delicious chocolate chip cookies

5

(ah,

the benefits of

participatory research).

The teachers' room is in the

midst of the fray and its two doors are usually
open,
allowing lots of flow in and out. Opposite the

office, as

one walks in the building, is a large room that
serves as
lunchroom, music and art room, gym, community
basketball

court and aerobics site, assembly hall, and town meeting

space

Other rooms are separated by dividers, though such
spaces have continually been decreasing.

bustling and crowded.

The school is

The library is not much more than a

table surrounded by bookshelves and the first grade's space
has been cut in half over the past few years.

The school's

enrollment has more than doubled over the past ten years.
In 1983 there were about 96 students;

215

in 1993 there were

(not including the preschool).

The building is bursting at the seams.

As a result,

the town raised taxes to pay for major expansion and

renovations.

This was good news in that space was sorely

needed but bad news because it caused great dislocation.
The school needed to find another building in which to be

housed during the 1993-1994 school year.

At the time of

this study the school was preparing to move everything out
of the current building,

take relevant materials to the

temporary site, and operate for a year with children being

bused in.

After that year everyone was expected to return

and set up school once again in a new building just weeks

before the opening of school.

.

6

As one walks around the school, children
are moving

about from one classroom to another to do cross-class

reading or sharing of

a

project.

One can hear classroom

discussions happening since there are no doors to close.

Children borrow items from each other's classes, move off
to the computer center, or to the library,

the gym for

education.

the bathroom, or

specials" such as art, music, or physical

Morning meetings begin each day in each class.

Children are seated on the carpeted floor in a circle and

participate in discussions about the day, share information
from home or on a topic of concern, and cover some kind of

curricular material.

Morning meeting is followed by a

variety of subjects, math, reading and writing time, and
work on various projects.

There are longer periods in the

afternoon during which time children often work on longterm proj ects
The school feels very open and friendly.

Children

appear to be used to having visitors (there are quite

a

few

because of the model inclusion program, and the good
reputation of the teachers) and staff are warmly welcoming.

Children can be seen leaning up against teachers, in
intense conversation with them, or easily asking them
questions.

There is the hum of teachers and students

engaged in purposeful inquiry and learning.
The school population has been predominately White for
a long time.

There have been

a

few children of color

throughout the years, but there has never been a group or

7

preponderance of any other racial or cultural
group.

At

the time of the study thirteen (6%) of the 215
students

were Black or Latino, eight with interracial or
adoptive
parents.

Only one child has two African-American parents,

while four others have interracial parents.

There are two

Latino families, one Lat ino/European-American family,
and

White family that has adopted

a

boy from Latin America.

a

Of

these children only one is clearly African-American and
four others have somewhat darker skin than the majority of

students.

This is significant because some parents of

children of color felt their children were more vulnerable
to racist comments because of their skin color.
At the beginning of the 1980s Roadtown was considered
a

cheaper place to live than Ecoleton, the nearby college

town.

When Ecoleton placed

moratorium on building

a

because of water problems, property began to sell fast and
furiously, bringing prices up.

Soon a wealthier group of

people bought land in Roadtown, though it was still less
expensive than areas closer to the university.

When the

recession hit, some of these people could not sustain their
lifestyles and could not sell their houses.

A number of

people moved away and began to rent their homes.

At the

same time developers who saw a market for duplexes began

building, thereby creating additional rental space.

According to one participant, the number of rentals has
increased significantly over the past three years, bringing
in college students,

low-income families, and families of

8

color,

some of whom are attracted to the affordable rents

and to the school's reputation.

Within the area there is a New Age spiritual
community, a few gay and lesbian households, single-parent
families, and blended families, along with traditional

nuclear families.

A number of people work in education or

social services in the area.

There are also farmers,

laborers, and crafts people in the town.

Thus stands a small, rural, predominately. White,

public elementary school in its community.

The following

study may be helpful to help educators interested in

working with all students to create

a

high quality,

equitable educational system that prepares students for

a

diverse world.
Statement of the Problem and Background
The United States, always a nation composed of people

from many ethnic and racial backgrounds, is becoming even

more multicultural and more interdependent with other
nations both economically and politically.

People come

into working and living contact with others who may have

different values, beliefs, and behaviors; and all of this
in the context of rapidly changing global systems

(Anderson,

1991

)

A great deal has been written about why multicultural

education is important in terms of the changing

demographics of the United States and the interconnections
of peoples around the globe.

In the first chapter of

9

Teaching—Strat egies for Ethnic Studies

.

James Banks (1991)

describes the increase in immigration since the 1960s, and
discusses the present scenario where "in 25 of the nation's
cities and metropolitan areas, half or more of the public
school students are students of color"

(p.5).

In 1982

White students made up 73% of the population, demonstrating
the significant shift that is currently taking place

Natriello, and McDill, 1989)

.

In reference to

future changes in the "ethnic texture" of the United
States

schools. Banks states that,

"students of color will

make up 46% of the nation's student population by 2020"
(p.5)

.

By the year 2010 "one out of every three Americans

will be non-White" and "by the year 2000, minority students
will comprise the majority in over 50 major cities

throughout the United States," thus doubling the current

number (Suzuki, 1987, p.

2)

These statistics refer to urban areas.

Nationally,

rural populations are shrinking and school districts have

been going through a process of considerable consolidation.
In 1932 there were 121,531 school districts;

were only 15,929 (Ilvento, p.112).
(1992,

p.2)

say that,

cultural crisis."

in 1980 there

Oliver and Howley

"rural communities are now facing a

They cite outmigration, extensive

changes in the rural economy, and a rise in poverty levels
in rural areas as factors in that crisis.

10

According to the US Census Bureau, during
the 1970s
there was a general trend of outmigration
from

cities; at

the beginning of the 1990s there were
indications that
those trends had slowed and that there was some
beginning

turnaround trend back to the cities (Luloff, 1991)
In rural areas with populations under
2,500 there was

an increase of 2% in population from 1970 to
1980; but by
1990 these areas had returned to their 1970 percentage
of

the larger United States population.

The statistics vary

from region to region (Luloff, 1991)
It appears to be different in the Northeast.

Here

there appears to be an increase in population growth in
small towns and rural areas.

There are few available

statistics indicating the projected numbers of people of
color that might move into formerly White rural towns
However,

the projections for the town in which this study

is located indicate a very slight increase in the

population of people of color by 1995 with no increase
anticipated beyond to the year 2000.
One might infer from these statistics that change in
racial diversity may not be
rural towns.

a

major concern for small,

There may continue to be rural areas that are

predominately White.

What does this mean for multicultural

education?
It is my belief that multicultural education is

essential for all students in all schools, regardless of
ethnic or racial background.

Though there has been a fair

11

amount of writing about the need for and success
or failure
of multicultural education (J. A. Banks,
1993), there
is a

dearth of writing about multicultural education in
rural,
predominately White settings. Why this lack of reporting?
Is it due to a lack of multicultural activity
to reports
Is it due to a lack of will,

What,

if anything,

interest, or sense of urgency?

is unique about rural schooling that

welcomes or resists integrating

a

multicultural approach

into school curricula and practices?

Why is bringing a

multicultural approach to education relevant to rural,

predominately White schools?
One reason for the lack of research may be that people
in many rural White areas do not think there is a need for

multicultural education due to the lack of students of
color in schools.

Multicultural education appears to be

irrelevant to rural educators (Ayalon, 1993;
1993; Katz,

1970; Oliver,

1991; Spears et al

Ayalon (1993, p.l) reports that

a

J.
.

,

A.

Banks,

1990).

national study of 50

state departments of public instruction showed that there

were many employees in rural all-White districts who did
not think it was important to include multicultural

education activities.
Residents in some rural areas may see multicultural

education as a response to an urban problem from which they

would like to keep their distance

(J.

A.

Banks,

1993).

Some communities may be bound by traditions and may not

12

welcome new and different people who have very
different
traditions (Jones, 1981)
.

In an article encouraging White educators
and students

to examine their roles in building a successful

multicultural society, Howard (1993, p.38) writes that

White Americans are caught in
dissonance.

a

classic state of cognitive

Our collective security and position of

economic and political dominance have been fueled in large

measure by the exploitation of others."

He points out that

many White Americans choose not to face this reality.

He

observes four responses to "the grim realities of history":
denial, hostility,

fear,

and guilt.

Some people may not want to consider new ideas or

perspectives that may be critical of the United States and
its history,

education.

and this is often a component of multicultural

Directly facing the decimation of Native

Americans, the dehumanization of slavery, the grind of the

industrial revolution, and the manipulation and

exploitation of imperialism is difficult for many.
One way of dealing with racism to which Whites often
retreat is denial
1994; Tatum,
(1981,

(Barndt,

1992; Terry,

p.59) write,

1991; Katz,

1975).

1978;

Sleeter,

Howard, Duff,

and Poole

"the major reason multicultural

education looms as essential in racially isolated suburban
schools is the pervasiveness of racism in American life."

Disinterest with and the perceived irrelevance of
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multicultural education are forms of denial
of the impact
and significance of racism in all Americans'
lives.

The other feelings Howard mentions, hostility
and
fear, can and do manifest themselves through
organized hate
groups like the Ku Klux Klan, and racist skinheads.

Candidates for school boards run by right-wing
fundamentalist organizations have actively fought
proposed
mu lt icultural curriculum in many places, including
North

Carolina

(

Sommerf ield,

Ayalon (1993, p.

6)

1993, p.17)

writes that,

and New York City.

"In the past two decades

researchers found that rural residents were less tolerant
toward civil liberties, sexual nonconformity, religious and

political nonconformity, support of minority officeseekers, and racial and ethnic groups than urban dwellers."

The increasing incidence of hate crimes is alarming.

These are crimes apparently fueled by ignorance and fear;
the targets are often people of color, homosexuals, people

with disabilities, and all people who are not middle class
White, Anglo-Saxon,
1990)

Protestant males (Pine and Hilliard,

As Howard (1993, p.37)

says,

"Too many segments of

our White American population remain committed to their

position of dominance; they are willing to defend it and
legitimize it, even in the face of overwhelming evidence
that our world is rapidly changing."

Perhaps multicultural education is seen by some rural

dwellers as a threat to a sense of security based on the
familiar and on a perception of superiority (Dennis, 1981).
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Some people may feel their culture will be lost
and

devalued if they give serious time and energy to
cultures
that they think are unconnected to their own
1993).

(J.

a.

Banks

Some people may have little experience outside
the

confines of their small communities and be unaware of
how
the practices and beliefs of other people in this
and other

societies can offer perspectives on and solutions to
current community quandaries such as conflict, child
rearing, and community building (Ayalon,
1993; Harris and Wingett,

1993; J. A.

Banks,

1993).

The close-knit quality of life in rural towns and the

pressure to conform can make it difficult for individual
teachers to strike out on their own and experiment with

potentially controversial curriculum or practices.
Krannich and Greider (1990, p.71)

discuss how,

"in most

small towns there is little room for more than one dominant

worldview....
in,'

leave

As a result local residents must either 'fit

or occupy the role of 'outsider' or 'stranger' or
.

Having a close-knit community, however, can also be an
asset.

When and if a rural school does decide to infuse

multicultural perspective into its curriculum and
practices, the mechanisms for doing so may be much faster

and more comprehensive and actions can have ramifications

throughout the community as

a

whole. Schools play a

critical role in that rural culture (Ayalon, 1993; Spears
et al.,

1990).

Luloff

(1990,

p.109) writes,
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a

Local schools havs a focal point in community
integration, providing a source of pride, local
identification, and social cohesion. This idea
has been particularly expressed in relation to
small rural schools where sports meets and other
school activities are often major events in the
town....
Even the school building itself is
often an important component of community life.
Schools are used for election voting, club and
civic organization meetings, recreational
programs and adult education classes.
Rural schools can have a mobilizing and catalyzing

effect on the rest of the community.

There are also

characteristics that lend themselves to more
school /community engagement (Spears, 1990).

In rural

schools administrators are less apt to be involved in
labor
disputes,

freeing up time and energy for teaching.

There

is less bureaucratic red-tape and more time for issues

concerning instruction and evaluation.

In addition,

members of school boards are known to most people and
therefore are more accessible and accountable to all
stakeholders (Nachtigal, 1982)
What other characteristics of rural schools lend

themselves to successfully integrating a multicultural

perspective?
Dakota,

Jim Jess (1991),

a

superintendent in North

summarizes Paul Nachtigal'

schools' strengths.

s

assessment of rural

He observes that classes are smaller,

allowing instruction to be more individualized and enabling
teachers to perhaps be more sensitive to different learning
styles and needs.

Teachers not only know their students well, but also

know the parents.

Teachers are often parents of students

16

m

the school.

Again,

this close relationship can serve to

meet students' needs more comprehensively with
parental

cooperation
Nachtigal (1992) comments that each student is
important in a small rural school.

Each is more apt to

play a role in the ongoing functioning of the school
and
thus can have a sense of themselves and their own efficacy.

Teachers,

too,

how they teach

have more immediate control over what and

assuming there is a supportive principal;

and "there is room for flexibility, enabling the school to

capitalize on the strengths of individual teachers"

(p.15).

It is evident that rural communities and schools have

qualities that may be hostile to multicultural education,
as well as qualities that could facilitate the integration

of a multicultural approach.

Given the understanding of

these characteristics, what then is the reason for

integrating a multicultural approach into education in
rural. White schools?
As Harris and Wingett

(1993,

p.17)

say,

Those of us who work and live in rural areas must
also become involved in understanding and
promoting knowledge and acceptance of cultural
diversity.
The children who are growing and
learning in our small schools will soon become
major players in a global society. They will no
longer be afforded the opportunity to live their
lives in relative isolation.
They must develop
the attitudes and dispositions which will allow
them the opportunity to become effective members
of this culturally rich society.

Ayalon (1993) cites isolation, lack of resources, and
the influence of religion as being factors that affect
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rural attitudes towards race and ethnicity.

He stresses

the need to bring in information about other
cultures, to
help students become more aware of their own
cultural

heritage, and to investigate other forms of
oppression that
may be more immediately relevant to a rural
population.

These might be issues concerning gender, class, and
mental
or physical disabilities.

He also suggests the need to

examine school reform issues such as curriculum, staffing,
and school organization.
There are many differences among children in any
classroom: differences in personality,

family background,

and socio-economic background, for example (Andre j ewski
1993; Ayalon,

1993; Harris and Wingett,

1993).

These

differences need to be acknowledged and addressed.

If

children grow up and go to school in isolated, somewhat

confined communities in an atmosphere of distrust of
outsiders, and within a larger society full of subtle and

direct racist, sexist messages, they are bound to be less

effective citizens, to say the least.

They may grow up to

be fearful young adults who are unable to live and work

well with people different than themselves.

They may be

unequipped to be effective, positive agents of social
change (Harris and Wingett, 1993; Howard, 1993; Howard,
Duff,

and Poole, 1981)

.

Students who are members of the dominant society, who
see themselves as "normal," and who do not immediately

identify with any one particular ethnic or cultural group
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may feel at

a loss

community.

Anglo students may feel threatened by students

when they leave their familiar

who have strong ethnic and cultural identities and
who feel
angry at the oppressive aspects of this society (Tatum,
1993)

.

It is important for European-American students
to know

where they have come from and the nature of the journey.
Students need to be able to critique the actions, behaviors
and attitudes of the dominant culture from which they come
and be able to embrace and feel pride in other aspects of
their cultures.

Above all they need to be able to analyze

the social forces that have brought us to our present

moment in history, and make choices that successfully carry
us to a more just and peaceful world

Howard,

1993; Reiff and Cannella,

(

Andrzej ewski

1992;

Shulman,

,

1993;

1992).

Students need to learn how to negotiate with others

who hold different values, practices, and beliefs, or they
will be unequipped to be co-workers and participants in the

larger United States society, not to mention the greater
global network.

They will be the disadvantaged ones,

perhaps strengthened by a solid experience in community,
but imprisoned by its limited definition or by its

confining,

impenetrable borders.

(J.

A.

Banks,

and Howley, 1992; Pearse, 1989; Spears et al

.

,

1993; Oliver

1990).

Robert Terry (1970) has described how

institutionalized racism has not only limited and sometimes

destroyed people of color but has also limited Whites:
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Racism is doubly destruct ive--it destroys the
victims
who are treated as less than human; and it
destroys
the perpetrators, who perceive themselves
as human
We are just beginning to grasp the breadth and
depth’
of the self deception, hate, and long-term
political
and economic losses sustained by Whites from
racism.
To be perpetrators in an oppressive society may
have

short-term benefits but the wear and tear on the soul
of
the perpetrator is not worth it and has led to a society

that lacks connection,
(Berry,

1989;

Purpel,

commitment and authentic celebration
1989).

As national institutions, schools, even if the
populations they serve are majority White, cannot
exist as White mainstream institutions....
Perhaps
most important, our schools should represent our
visions of the future.... In the face of an
increasingly diverse society, schools which continue
to function as White mainstream institutions have
rendered themselves anachronistic.
(Perry and Fraser
P 17
•

In order to ensure a pervasive,

long-term impact on

children's lives, multicultural education must be education
that is beneficial to all children regardless of where they

live or who their classmates are (Nieto,

1992)

.

The

qualities of openness, analysis, and flexibility are skills

needed by anybody who wants to get along and interact with
those different,
In short,

in what ever way,

from themselves.

if we do not address racism,

heterosexism,

anti-Semitism, sexism, and classism directly we risk being

ignorant collaborators in an unjust society perpetuating
itself through us.

If we do not actively seek to prevent

the development of harmful attitudes and behaviors, and

actively change our institutions accordingly, the stresses
of a weak economy,

a

competitive global market, and the
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struggle for resources and security may drive people
to
blame and attack one another.

Educators consciously and

deliberately need to enable students to problem-solve
together and create solutions to the serious problems
facing the world.
As has been discussed,

responsive to the community.
attachment to tradition,

a

the danger of isolation.

rural schools can be

They are also marked by an

resistance to rapid change, and
What might a multicultural effort

look like in small rural schools?

How can rural educators

bring a multicultural perspective into the school and what
can be done to identify and overcome barriers?
Statement of Purpose
In this study

I

examined how the teachers and selected

staff and parents in a small, predominately White, rural,

elementary public school think about and engage in

multicultural education.

It is hoped that the results of

this study will shed light on the question of how

communities whose members are predominately White and from
a similar ethnic backgrounds can prepare their children for

being aware, capable, and compassionate actors in a

multicultural world.
This school, Roadtown, has made a conscious decision
to bring a more multicultural perspective to its

activities.

Though many of the teachers felt they had been

doing this for some time, this year there was been a

particular impetus and, as

a result,
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a

parent-teacher

committee was established to oversee the process.

Because

the school as a whole decided to be conscious of how it is

doing multicultural education

I

assumed that staff and

parents had some working, though perhaps unarticulated,

definition of multicultural education.

Accordingly,

I

asked the participants how they defined multicultural
education.

This study examined what each person thinks

he/she or the school has done successfully to implement
that definition, and what barriers each person
thinks

prevent the school community from carrying out the

multicultural education that each person defined.

I

also

observed what the school as a whole thinks about and does
to implement multicultural education.

I

have noted

successes and barriers that have arisen in the course of
the journey to continue integrating a multicultural

perspective into school life.
Summary
I

hope that this in-depth examination will be useful

to the participants in their aim to continue to bring a

multicultural perspective to their school life.
addition,

I

In

hope that the story of this one school

community's thinking and experience will be of use to
schools that share similar characteristics, knowing full
well that every school has a unique life and culture.

The

tale of the journey of this one school may illuminate the

pathways of others on a similar course.
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CHAPTER

2

REVIEW OF THE LITERATURE
Overview

Currently there is an immense and growing amount
of
material related to multicultural education.
I have chosen
to focus on a few areas that examine why multicultural

education is important at the elementary level for both
students and adults.

This approach gives a broad view of

what is meant by multicultural education, particularly in

White settings, and explores current ideas about the

practice of multicultural education.
offers an overview of writings about

Education and Human Development,

Multicultural Education,

3)

2)

The following chapter
1)

Multicultural

Different Approaches to

Multicultural Education in

Predominately White Populations, and

4)

Practices for

Implementation of Multicultural Education.
The first body of literature addresses the

intersection of child development with multicultural
concepts of race, ethnicity, gender, and social
organization, and then looks at models of racial identity

development.

It was chosen as a point of inquiry because

it is important to establish at the outset that ideas and

attitudes about social groupings and distinctions are
formed early in life.

Too many elementary teachers don't

realize the degree to which their students are already

making value judgements about particular social groups
(Boutte,

Lapoint, and Davis,

1993).
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Much of the literature

on this topic counters this thinking and stresses
the need
to begin purposeful teaching about culture and
social

grouping very early on.
The second section surveys the broad range of

definitions that exist in order to give a framework for
the thinking and actions of the participants in this
study.
In the third section

I

review the writing about

multicultural education in predominately White communities.
Findings from previous research will be identified that
might situate this particular rural, predominately White
school in a larger context.

Part of the review will

include research about preparing White preservice teachers
for working in racially,

ethnically, and socio-economically

diverse schools in the hopes that attitudes and rationales

may shed light on preparing students in a predominately
White,

rural school for living and working in a diverse

society
Lastly,

there is a summation of the kinds of actions

and practices that educators can take to make their schools
sites for anti-racist multicultural education.

It can be

useful to see the array of practices that others have

suggested and tried in the effort to integrate a

multicultural perspective into the classroom.
Multicultural Education and Human Development
There has been a fair amount of research about when

children notice socially relevant differences and make
evaluations accordingly.

In a review of the literature
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Derman-Sparks notes that "children construct their
identity
and attitudes through the interaction of three
factors:
1.

experience with their bodies,
social environments, and
stage"
(1982),

(p.

2).

3.

2.

experience with their

their cognitive developmental

Research by Ale jandro-Wright (1985), Katz,

and Kohlberg (1966) note that children between two

and six years of age make distinctions along race and sex
lines and begin to form judgements about those groupings.

Ale j andro-Wright

(1985)

says that a more full understanding

of the social meaning of race develops by around age ten to

eleven.
(1963),

These findings support the early work Clark,
Goodman,

(1964),

and Porter,

(1973).

Ramsey (1987) cites research that in their elementary
years,

"children also begin to associate certain types of

social behavior with members of different ethnic groups"
(p.30).

She also notes that at age eight or nine children

can understand the concept of a particular convention

belonging uniquely to
being universal.

a

particular culture rather than

Carter and Patterson (1982)

find that

kindergartners are more tolerant of differences than eightor nine-year-olds, thus suggesting that multicultural

education is very important even at young ages.

Porter's

research among preschoolers found that the "first five

years of life are important, though not conclusive, in the

development of racial attitudes"

(1970,

p.21).

Derman-Sparks, Higa, and Sparks (1980)

found in their

research that a major developmental task for children of
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color is to construct
identity.

a

positive racial /cultural self-

They found that children of color and White

children have different foci in learning about race
and
identity.

They say that the order of concerns for children

from oppressed racial/cultural groups seem to be:

questions about one's own identity;

racism and about Whites; and
groups.

2)

1)

questions about

questions about other

3)

For White children, the order seems to be

questions about people of color;

2)

1)

comments which reflect

stereotypical or negative attitudes; and

3)

questions about

their own racial/cultural identity.
They suggest that when working with White children one
needs to focus on accurately introducing knowledge about

people of color and other groups, and developing antiracist attitudes and actions.

When working with children

of color it is important to build a sense of identity and
to equip children with the abilities to oppose racism.

The National Council for the Social Studies Task Force
on Early Childhood Elementary Social Studies 1988 Report

discusses research that indicates that children have well

formulated concepts about race, culture, group identity,
and social interactions by nine or ten and that these

concepts are difficult to change (Joyce, 1970). The report

warns
There seem to be crucial years for certain
concepts--times when students are most receptive
or have developed a tolerance for or interest in
If early
emotionally powerful topics....
learning does not occur, the optimum teaching
time for some concepts may pass, making it much
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more difficult for students to entertain new
ideas or to think critically about uld ones (n
p

18).

'

The research indicates the importance of working with

children's already developing ideas about themselves, and
their relationships with other individuals and with
groups.
The Task Report concedes there is still much research
to be

done about the effect of different methods in shaping
these

conceptions
In addition to research concerning child development

regarding awareness of race, class, and sexual groupings,
there is a body of writing about the stages of development
of social identity in adults.

This body of literature is

relevant in that the teachers and parents--in sum, the
adults in the school--are also going through their own

process of understanding themselves and others.

Knowing

the stages that adults go through in relation to social,

and particularly cultural, identities sheds light on the

responses of teachers and parents in the study.
The typology developed by James Banks

(1991)

speaks of

the different stages of ethnic identity that individuals

have within their group.

He tentatively suggests a

progression of consciousness that travels from what he
calls Ethnic Psychological Captivity in which a person from
a

particular ethnic group has internalized negative

stereotypes, moving through Ethnic Encapsulation or

separatism and superiority, on to Ethnic Clarity where
self -acceptance becomes stronger.
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This can develop into a

Biethnic or Bicultural state of mind which then expands
into a Multicultural and,

finally,

a

Global Consciousness.

Hoopes (1979) builds upon this framework, though

pointing out that it begins with the stage of ethnocentrism
where there is "blatant assertion of personal and cultural
superiority accompanied by the denigration of other
cultures"

(p.

18)

.

He talks about the tension between

keeping in touch with one's culture while trying to live
and work in another by using the words Acculturation and

Adaptation.

In Acculturation one adopts the ways of the

secondary culture, leaving behind much of what one has
known, where as Adaptation is where one learns the rules of

how to survive and get along in the secondary culture but
maintains an allegiance to one's primary culture.

Again,

the endpoint for Hoopes is some form of Bi- or

Mult i cultural ism where one has "learned how to learn

culture--rapidly and effectively"

(p.

21)

Other writers discuss the stages of development in
terms of one's relationship to systems of power in our
society.

Obviously there is overlap between thinking about

ethnic identity and one's relationship to power.

Hardiman

and Jackson (1981) have created a theory of

oppression/liberation development applicable to both the

oppressed and the oppressor regardless of the form of
oppression.

Tatum (1992), Helms (1990), and Cross (1978)

discuss the stages of development of particularly Black and

White identity.
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All have some themes in common.
an overview

I

For the purposes of

will focus on Helms's and Cross's models of

racial identity development because they are the
most

clearly defined and the models are most appropriate for

predominately White school.

Their stages,

I

believe,

a

can

be somewhat transferable to other aspects of identity.

The stages of Black identity development as summarized

by Helms are as follows.

Preencounter: the stage when

there is "idealization of the dominant traditional White

worldview and, consequently, denigration of
worldview."

a Black

Blacks may actively act as though and believe

that Whites are superior, and participate in putting

themselves and other Blacks down based on race.

A passive

approach means that a person can essentially assimilate,
agreeing to take on all the trappings of White culture and
abandon Black culture in order to be accepted and maintain

perhaps a modicum of privilege.
The next stage is the Encounter Stage.

In this stage

people begin to realize events and experiences that show
"they cannot become an accepted part of 'the White world.'"

There is a realization and a recognition of the depth and

breadth of racism in daily life and one feels it personally
for the first time.

The two phases of the next stage, Immersion/Emersion,
follow.

Here a person will first "withdraw into Blackness

and a Black world" or at least into their stereotype of
what that is.

People in this stage are bound to be angry
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at Whites,

at themselves for identifying with Whites,

and

at other Blacks whom they perceive as blind to reality.

The Emersion phase of the stage is a time when a person

genuinely searches for models, history, and information
about Black experience and surrounds himself or herself

with a supportive and nurturing community who enables the
process of redefinition.
Lastly,

Commitment.

there is the Internalization stage followed by
In Internalization a person "blends one's

personal identity with a Black ascribed identity."

A

person feels stronger about who she or he is and more

grounded and able to interact with the world from a new and
more solid foundation based
identity.

in,

but not exclusive to,

Black

The Commitment phase is when a person actively

works to eliminate racism as well as all oppressions and is
able to work in multiracial coalitions coming from

a

strong

clear sense of self.
There is a parallel but somewhat different progression
for Whites.

Helms begins with the Contact stage.

Helms

says this the stage when Whites first have contact with

Black people, either in actuality or, as she says,
idea.

in the

As Helms points out, Whites who claim to be color

blind, who say they don't notice what race someone is,
to be in the Contact stage.

Yet,

she stresses,

tend

"the person

in Contact automatically benefits from institutional and

cultural racism without necessarily being aware that he or
she is doing so"

(p.

55).
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If one has contacts with Blacks that reveal
the

differences in treatment in this society one is bound
to
enter the Disintegration stage.

At this point Whites are

aware of the idea of Whiteness, though they may have many

ambivalent feelings.

They begin to see that this new

awareness causes a split--one is asked by society to uphold
racial inequities, and one is asked by one's moral

teachings to treat all people equally.

This can be a very

disturbing time with people becoming shameful, guilty, or
withdrawn.

Helms says that the power of the belief of

White superiority and Black inferiority is so strongly held
overtly and covertly in this society that these new beliefs
become dictated by that reality, which leads into the stage
of Reintegration.
In this stage a person more actively and consciously

agrees with the status quo.

A person may be angry with and

fearful of Blacks and choose to remain aloof or be actively

denigrating.

Depending on one's environment one might stay

in this stage for some time.

Independent stage.

The next stage is the Pseudo-

Helms writes,

"In this stage the person

begins to acknowledge the responsibility of Whites for

racism and to see how he or she wittingly and unwittingly
perpetuates racism"
ensues.

(p.

61).

A search for a new identity

This is a stage of in which Whites

intellectualize, or try to help Blacks be more like Whites.

They may look to Blacks to describe or explain racism, and
to tell Whites what to do about it.
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Other Whites may find

this stage the beginning of betrayal of an
underlying

belief about the superiority of Whites, and Blacks
may be
distrusting and wanting Whites to take more responsibility
for White Racism.

The next stage, Immersion/ Emersion,

Cross's.

This stage,

is similar to

like that for Blacks,

is a time for

defining a positive self-identity as a White person.

This

may mean learning about Whites who have fought oppression
and racism, and placing the burden to eliminate racism on

Whites rather than solely on Blacks.

There can be a

powerful emotional shift from depression to one of
excitement and hope.

Autonomy emerges from this transformation.
"Internalizing, nurturing, and applying the new definition
of Whiteness evolved in the earlier stages" is the nature
of this stage.

issues,

A person is no longer afraid of racial

is more able to learn from other cultural groups,

is able to handle other forms of oppression in substantive

ways

These "stages" are guidelines, patterns that can be

helpful in understanding ourselves and our relationships to
the "Other."

As Tatum (1992)

says,

it is

preferable to see

these in a spiral pattern where we may revisit different

places on the continuum but with an increasingly developed
awareness.

This framework is useful for better

understanding conflicts that develop among groups and
individuals who are in different places on the continuum.
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Conflicts between teachers and parents and other adult
community members can be understood in the light of these

developmental stages.

These stages are useful in

understanding the wide variety of definitions and
approaches to multicultural education.
Different Approaches to Multicultural Education

Multicultural education has its roots in the Civil
Rights Movement of the 1950s.

It gained

1960s after the Watts riots (Bank,

1993),

momentum in the
but slowed down

during the Reagan years in the early 1980s.
a comeback in the late 1980s and early 1990s,

There has been
but this time

the topic of multicultural education is also hotly debated
in the context of higher education as well as in K-12

settings

(Thompson and Tyagi, 1993)

Being familiar with

a

variety of approaches to

multicultural education should help to place the
definitions and ideals voiced by the study's participants
in a context.

It is presumable that we all do not mean the

same thing when we use the word "multicultural," but it is

also likely that we are all trying to find a ways to cope

effectively with changes in our society.

For different

groups and individuals "coping effectively" suggests very

different futures and very different strategies.

The

question here is what multicultural education means for
those in a small, predominately White, rural elementary
school
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"Multicultural education" has become the catch phrase
for a multitude of ways of thinking about and coping with

the shifting socio-economic, political, and culture changes

presently occurring in our society and around the world
(Sleeter and Grant,

1987)

.

These different approaches

reflect varying analyses of society and beliefs about the
role of education (Cummins, J.

(1992)

.

James Banks, and

Christine Sleeter and Carl Grant are writers who have

analyzed the plethora of approaches to multicultural
education and created distinguishing categories.
J.

A.

Banks

(1991)

suggests there are four approaches

to multicultural education.

The first is the Contributions

Approach, which focuses on heroes, holidays, and discrete

cultural elements.
"tourist curriculum"

This is sometimes referred to as

(Derman-Sparks

the Additive Approach,

,

1989)

in which content,

.

The second is

concepts,

themes,

and perspectives are added to the curriculum without

changing its structure. The third is the Transformation
Approach,

in which the structure of the curriculum is

changed to enable students to view concepts, issues,
events, and themes from different perspectives.

Finally,

the Social Action Approach helps students make decisions on

important social issues that they have studied and take

actions towards their resolution.

The approaches shift,

gradually moving away from the dominant culture as the base
standard and towards looking at phenomenon from multiple

perspectives while acknowledging the standpoint of the
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viewer.

In the first approach the dominant
cultural

curriculum remains the core but is interspersed
with
contributions from peoples from other ethnic or racial
groups.

The last approach advocates teaching students
a

social analysis of inequity and injustice, and equipping

them with the skills to create a more just and loving
society
Sleeter and Grant (1987) identify five different

categories that echo J
the formal curriculum.

.

A.

Banks and they also look beyond

1)

The Human Relations Approach,

stresses unity and harmony, and the need for individuals to

reach out to one another across differences.

2)

The

Culturally Different Approach is concerned not just with
curriculum content but with academic achievement of the
culturally different and thus suggests different
educational programs for different needs.

3)

The Cultural

Democracy Approach involves the creation of democratic
classroom practices that integrate and draw upon the
diversity within the classroom.

4)

the Single Group

Studies Approach entails in-depth study of particular
ethnic groups formerly ignored in traditional education.
Finally,

5)

the Social Reconstructionist Approach,

teaches

the need and skills to build coalitions among oppressed

groups to change conditions of inequity and injustice that

often run along lines of race, ethnicity, gender, sexual
orientation, religion, class, and physical and mental

ability
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Sonia Nieto (1994) writes about how schools
as a whole
take different approaches to multicultural
education.

She

takes a multicultural organizational-development
view and

describes five levels of multicultural development
for
schools.

which

The first level is of a Monocultural school in

school structures, policies, curricula,

instructional materials, and even pedagogical strategies
are primarily representative of only the dominant culture"
(p.

10)

The second level is one of Tolerance:

.

differences are understood to be the inevitable burden of
a

culturally pluralistic society.

A level up from a

'color-blind' school monocultural school, the 'tolerant'

school accepts differences but only if they can be

modified"
case,

(p.

11)

.

The third level is Acceptance.

In this

"differences are acknowledged and their importance is

neither denied or belittled"

(p.

12)

.

The fourth level is

Respect, which "implies admiration and high esteem for

diversity.

When differences are respected, they are used

as the basis for much of what goes on in schools"

Finally,

Critique.

(p.

35)

the fifth level is Affirmation, Solidarity, and
At this level "conflict is not avoided....

Because multicultural education at this level is concerned

with equity and social justice, and because the basic
values of different groups are often diametrically opposed,
conflict is bound to occur"

(p.

35).

As with Banks and

Sleeter and Grant the progression is from looking
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superficially at "those people over there" to being
able to
accept and grapple with differences.
The main differences between approaches revolve
around
the relationship to the status quo.

Some approaches to

multicultural education aim to minimize intolerance and to
foster human understanding by mentioning different cultures
and addressing individual attitudes, but they don't

challenge the underlying assumptions of the curriculum.
Others wish to foster human understanding but are also

interested in creating more equitable conditions for
education.

Critiques of the present educational system

call for radical changes in school structure,

curriculum (Kozol, 1991).

funding, and

Some educators are threatened by

or opposed to this critique.

Their emphasis is on

subsuming differences and finding common ground in order to
keep society together at all cost

(

Schlesinger

,

1992)

.

On

the other hand, educators from a critical pedagogy

viewpoint think it is imperative to acknowledge and address
the differences, and particularly the accompanying power

imbalances, at all costs (Giroux, 1983).

Though people from both ends of the ideological

spectrum say they are concerned with educating for a
democracy, the former point of view often advocates

maintaining the status quo, particularly in terms of
curriculum.

This point of view criticizes advocates of

single-group studies and Afrocentric schooling.

They argue

that for students to be prepared to live in a pluralistic
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society they must not over-identify with any one
group.
Mul t iculturalism is not synonymous with separatism
and
ethnocentrism.

Multiculturalism is simply another way of

describing pluralism"
(1992)

(p.

308)

writes Diane Ravitch

For some who come from this point of view the
most

important thing is to work on our common problems: to
focus
on our differences and the accompanying power imbalances
is

seen as being divisive and counter productive (Bina,

Schlesinger

,

1991; Ravitch,

1991;

1992).

Unless our multicultural values contribute to the
common culture of our democratic republic and
contribute to responsible citizenship essential
in sustaining the guarantees of individual
freedoms and the common welfare, then
ethnocent risms a perversion of authentic
multicultural educat ion--should be questioned and
challenged at every occasion (Bina, 1991. p.3).

—

Those from this point of view question and challenge

efforts such as Afrocentric schooling and curriculum as

being separatist and divisive.

Those who advocate for

Afrocentric schooling, however, see focusing on one's own
ethnic and racial culture as essential to educating

students who have been and are marginalized by the current

educational system (Asante, 1992; Ladson-Billings and
Henry,
case,

1990)

The long term goal of strengthening,

in this

African-American students, is to develop students who

can participate in the kind of pluralism in which all

citizens play a vital and impactful role and are not

victims (Pine and Hilliard, 1990).

There are educators on

the left who also critique an Afrocentric perspective, but
for different reasons

(McCarthy,
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1994).

It is this discrepancy between the ideal of

pluralistic democracy in which all Americans have equal
opportunities and equal say, and the painful reality for

many students that has been the impetus for another
approach to multicultural education (Pines and Hilliard,
1990).

This other point of view,

"critical pedagogy,"

questions the role of school in society, seeing schools as

primarily perpetuators of an unjust status quo.

Critical

educators also recognize the potential for change and

empowerment of students within the school context and thus

advocate for an active, conscious stance against the status
quo and for a more equitable educational system and society

(Aronowitz and Giroux,
Shor,

1992)

1985; Giroux,

1983; McClaren,

1989;

.

Writers from a critical pedagogy perspective use the

term "multicultural education" less, while "anti-bias
curriculum"
Sparks,

(Hohensee and Derman-Sparks

1989),

"anti-racist"

"human rights"
(Lee,

(

,

1992

Schniedewind,

1985; Barndt,

1986)

;

Derman-

1991),

and

curriculum are used

more
Those who write using the terms "Democratic
classrooms"
Zeichner,
1990)

(Kreisberg,

1990),

1990; Goodman,

1992; Liston and

and "social responsibility"

(Berman,

often have a critical approach to education which

very often, but not always, includes a critique of how

culture and race function in this society.
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Critical pedagogy considers the policies and practices
of how education takes place and looks at the environment
in which it happens.

The other aspects of education that

are questioned include how students are assessed and
evaluated, according to what standards, and whose values.
Testing, assessment, and ability grouping have been
cr itiqued and found to be biased.

The language of

instruction, pedagogy, considerations of learning styles,

and cultural differences have also been noted as
affecting

how children learn.

Critical pedagogy advocates look at

culturally sensitive forms of classroom management, and
examine teacher expectations of and attitudes towards
students, and the treatment and expectations of boys versus
that of girls.

The role of peer group inclusion or

exclusion, counseling for students with "problems," and

issues around special education needs all are reviewed.

Also explored are the visibility of diversity within the
school environment, the safety and physical condition of
the school, and parent-school relationships
1988; Bennett,
1991)

1990; Dardar,

1991; Nieto,

(J.

A.

Banks,

1992; Sleeter,

.

In concert with those holding a critical pedagogy

viewpoint, Ladson-Billings (1994) reviews the research on

multicultural education and stresses five areas that matter
in the teaching of multicultural education: teacher's

beliefs about students, content and materials used in the
formal curriculum,

instructional approaches with
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sensitivity to cultural and individual learning
styles, the
physical and emotional qualities of the educational
setting, and teacher's backgrounds,

i.e.

their prior

experience with and education in multicultural issues.
Nieto (1992) sums up much of this comprehensive
critical perspective in her articulation of seven basic

characteristics of multicultural education.

According to

her, multicultural education is: anti-racist,

education,

basic

important for all students, pervasive, education

for social justice, a process, and a critical pedagogy
208)

(p.

.

Nieto writes that "anti-racist education is at the
core of a multicultural perspective"

(p.208)

The primary victims of racism and discrimination are
those who suffer its immediate consequences, but
racism and discrimination are destructive and
demeaning to everybody.... Although everybody is not
'guilty' of racism and discrimination, we are all
responsible for it. (p. 211)

Enid Lee, a Canadian educator who constantly applies
her theory to practice, says the term multicultural

education has a lot of meanings.

She prefers to use the

"hard" term of anti-racist education.

She says,

"By hard

stuff I'm talking about addressing the issues in terms of
power,

in terms of history,

in terms of relationships,

definitely in terms of transformation"

(Lee,

1992,

p.

and
4).

Sleeter agrees with Nieto and Lee on this and says
that racism is "the main problem undergirding the need for

multicultural education"
states that,

(Sleeter,

1994,

p.

5).

Sleeter

"We as Whites need to engage in multifaceted
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and critical analyses of how White racism
structures our
lives, viewpoints, vested interests, and daily
actions"
6)

.

(p.

She feels that Whites all too often remain
silent and

evasive when it comes to racism.

Cameron McCarthy argues that multicultural education
must not only address the power differentials that exist

within the school but those that exist outside the school
as well.

He says that "any discussion of reform in the

name of mult iculturalism must go beyond the current

preoccupation with curriculum content to address issues of
representation as well as issues of unequal distribution of
material resources and power outside the school door"
(McCarthy,

1994, p.

84).

He critiques multicultural

approaches that "target White students and teachers as the
flawed protagonists in their racial relations with

minorities"

(p.

86).

He thinks this thinking leads to

sensitivity training and cultural awareness trainings
without addressing underlying power relations that exist in
the larger society.

He doubts the efficacy of

multicultural programs in impacting the economic and social
future of minority students, arguing that social

connections are much more influential than educational

qualifications in getting well paying jobs.

He calls for

an analysis of world power relations, and for teaching

curriculum from the perspective of oppressed and

marginalized groups.
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Sonia Nieto writes a succinct review of
criticisms of
multicultural education from both the political left
and
right

.

She reminds us that the two most important
goals

upon which to assess multicultural education are

1)

"providing all students with an equal and high quality

education," and

2)

"giving students the opportunity to

become critical and productive members of a democratic
society"

(Nieto,

1993,

p.

14).

All of the above issues are viewed through the lenses
of equity,

justice, and fairness.

The emphasis is on

meaningful and useful education for all, not just for

a

few.

In summary,

there are a range of approaches to

multicultural education that reflect different idealogies,
different relationships to power and privilege within this
society, and different goals for educating children.

The

field of multicultural education is the contesting grounds
for recognition, power, access, equity,

transformation.

inclusion, and

Within the debate about multicultural

education's definition, implementation, and direction is
the underlying struggle to develop each child to his or her

highest capacity within an extremely challenging societal
context
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— 11 it. icul tural Education

with White Populations

Whites in General

Under the heading of multicultural education
in

predominately White educational settings there is
Vci^"ist.y,

though not

a

a

growing

plethora of writings.

Though multicultural education hopes to address all

oppressions let me begin with writings that discuss the
importance and the process of White people becoming aware
of,

examining, and then changing their part of perpetuating

racism in this society.
(but not always)

Some of these writers are often

also trainers who work with non-profit

organizations with the intent of making Whites take more
effective responsibility in eliminating racism (Ayvazian,
1994; Barndt,

McIntosh,
Terry,

1991; Helms,

1988;

1975)

.

Sleeter,

1990; Howard,

1994;

Stalvey,

1993; Katz,

1978;

1970; Tatum,

1993;

Themes that emerge from those working with

Whites to challenge their racism include working on denial,
minimalization, hostility, guilt, and developing actions to
be taken at institutional, cultural, and individual levels
(Ayvazian,

Terry,

1975

1994; Barndt,

1991; Katz,

1970; McIntosh,

1988;

)

The above writers stress the need for European-

Americans to stop denying and minimizing the existence of

racism and to begin examining the privileges conferred on
them by virtue of their skin color and to face the
realities experienced by people of color in this society.
This is not to say that many White people don't face
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oppression in other ways--they may be Jewish, gay or
lesbian, disabled, or working class,

for instance.

The

point is that one still reaps the many benefits of White
skin despite other forms of oppression (Ayvazian 1994;

McIntosh,
(1970)

,

1989; Sleeter,

Katz

(1979)

,

1994).

Writers such as Terry

and Barndt (1991)

,

discuss the

difficulty that Whites have in seeing the sea of oppression

within which they swim and stress that racism does not have
to be intentional;

in fact,

it

feels altogether too natural

because of how deeply embedded it is.
Sleeter (1994), and Helms

(

1993)

Terry (1970),

talk about the need to

understand racism in its full historical context.
White anti-racist activists and writers stress the
long term futility of guilt as a response, though they see
it as a potentially useful spur towards action.

says,

past.

Terry

"Examination of the past is not done to intensify the
We do not need another 'guilt-in.'

Historical

examination emphasizes that the issues that we face today
have deep roots in the past and cannot be solved without

recognizing consequences of earlier decisions."
45)

(1970,

p.

.

Other themes that arise out of these writings are that

Whites need to learn to listen to others, share decisionmaking, and be committed to working on these issues over
the long haul

(Barndt,

1991).

Very similar themes emerge

throughout the writings about teaching in all-White schools
and working with White preservice and inservice teachers.
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Whites are encouraged to learn more about
their own
culture and about what it means to be White
(Howard,

1993).

They are urged to become more aware of the beliefs,
practices, values, assumptions that are often taken
for

granted and remain unrecognized as a social system with
rules and agreements until others who come from a
different

social system run up against it.
says,

As Judith Katz

(1979)

"Because United States culture is centered around

White norms. White people rarely have to come to terms with
that part of their identity.

themselves as White

Though
racism,

I

"

(p.

.

.

.

White people do not see

13)

have focused on Whites' relationship to

there are clues here for how teachers can help

children learn about their relationship to other forms of
oppression.

It cannot be assumed,

however,

that if one

becomes familiar with the dynamics of one form of

oppression that one understands them all.

Each system has

its own peculiarities and we each have a particular stance
in regard to them.

Sleeter (1992) writes that

[Understanding sexism] does not lead
automatically to a politicized understanding of
race and social class, but it can provide a basis
for doing so by reconceptualizing stereotyping
and unfairness as collective and structural
rather than just individual and attitudinal
phenomena (p. 30).
As mentioned earlier, Whites are not simply

benefactors of racism, they also are victims of it (Barndt,
1991; Berry,

1989; Terry,

1970).

According to Terry,

racism "violates authenticity and distorts our relationship
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to ourselves and to our world"

(p.124).

He makes the point

that by being racist, Whites act in ways that
contradict

strongly voiced values of freedom and liberty for
all.
Whites find themselves having to live with dissonance

between thought-to-be-held beliefs and actions that
betray
those beliefs.
The terms "disadvantaged" and "underprivileged"
have

emerged several times in reference to isolated school

populations that do not have the opportunity to live with
and therefore possibly learn from
(Miel

,

1967).

a

variety of cultures

Perry and Fraser (1993) point out that it is

not just that isolated White students don't have an

opportunity to work with children from different racial and
ethnic backgrounds and are therefore disadvantaged, but
that they are not part of the great negotiation currently

transpiring between proponents of the dominant cultures and
advocates from marginalized communities.

People from these

groups with such different ways of seeing the world are

hammering out alternative ways to educate children that
respect the integrity of each and open doors to those

previously shut out.
There are also writings by people of color about their
or others' experience as minorities in predominately White
schools,

though most of those reports are from experiences

in suburban schools rather than rural schools
(1992;

Hobson and Hobson, 1992; Tatum, 1989).

(Boutte,

Themes that

emerge are that students can feel isolated, sometimes lost,
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confused about where they can go within school to draw
strength.

They may be seen as representatives of their

race or ethnic group and lose a sense of their own

individuality, while not really having the benefit of a

group presence.

Teachers need to provide relevant

curriculum, have high academic expectations, be in
contact

with the family, and be firm about prohibiting in
classrooms any form of racial put-downs (Boutte,
1992;
Hollins and Spencer, 1990 Tatum, 1987)

Preservice and Inservice Training for Monocultural
Teachers
There is a growing body of writings about preparing
White, middle class, preservice teachers who have grown
up
in suburban environments to work in urban,

poor school

systems with families of color who live in a variety of
family structures.

Though these writings are in reference

to teaching a much older age group than elementary and the

setting for learning is within

a

university or college,

there are some observations that have been made in the

course of research that might shed light on the question of
what multicultural education might look like in

predominately White, rural, elementary schools.
Research done with preservice teachers may provide
clues to the kind of education that children from the

dominant society would benefit from now.

Learning to cope

with culture shock, learning about how their own culture
might look from the outside, becoming conscious of their
own beliefs, values and history are important skills for
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children as well as adults (Miel, 1967;
Oliver and Howley,
1992; Spears et al.
1990).
Developing critical thinking
skills that can be applied to understanding
history and the
present, developing cultural sensitivity and
#

knowledge,

having practice in shared decision-making, knowing
how to
stand up for oneself and with others in cases of
injustice
are skills mentioned in regard to preservice and
inservice
training, and they are no doubt necessary for young
people
as well.

Is there any connection between what appears
in

the literature for multicultural education with preservice

students and that for rural schools?
There are some similar issues in terms of preparing
student teachers for "culture shock."

Dana

(1992)

found

that student teachers were unprepared for how dramatically

different their students' backgrounds were from their own.
"The interns used their personal prior experiences to

establish a 'norm,

'

and subsequently judged the experiences

that were different than their own as abnormal"

(p.10)

Dana goes on to write that the study "reaffirmed the need
for teacher educators to challenge the prior personal

experiences and attitudes of prospective teachers"

(p.

10)

A number of writers argue that it is imperative that

students examine their own beliefs, assumptions, and values
and that this does not happen naturally; students must be

challenged.
Cannella,

(Gomes and Tabachnick,

1992;

Shulman,

1991; Reiff and

1992; Tatum,
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1992).

Dana (1992) stresses the need for White
students to
understand and appreciate cultures other than their
own.

This sentiment is echoed by Reiff and Cannella
(1992) and
elaborated upon. They argue that teacher education
should
not only "increase cultural sensitivity" but also
help

preservice teachers create classroom environments and
experiences that "facilitate and empower rather than
repress and discriminate"

(p.4).

in learning about other

cultures it is also important to counteract stereotypes and
to expose student to counter images.

Dana (1991) talks

about the use of children's literature; Aaronsohn, Howell,

and Carter (1993) discuss using videos; and Shulman (1992)

suggests using case studies to educate students about

educational scenarios outside of their own experience for

which they are preparing.
Andrzejewski (1993) who teaches preservice students in
St.

Cloud, Minnesota talks about the need to "reduce

defensiveness and establish openness" in the process of

offering students a framework for understanding oppressions
of all kinds.

She stresses the importance of helping

students move between

a

macro and micro perspective, always

making linkages with their own lives so as to better

understand the interconnections between social justice
issues.

Students are encouraged to question actively and

openly so as to come to their own conclusions based on
readings, writing, and discussion.
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Another theme that arises is the need for
preservice
students to have meaningful cross-cultural
interactions and
community involvement. They need opportunities
to test out

their assumptions about practice.

Students also need to

work with peers from diverse backgrounds during the
course
of their preparation, while simultaneously making
meaning
of their interactions in the context of a social
analysis

(Reiff and Cannella,
(1993)

1992;

Shulman,

1992).

New and Sleeter

point out that contact by itself may not increase

understanding; it may in fact serve to reinforce already

held stereotypes unless accompanied with analysis,

discussion and reflection.
Sleeter (1992) talks about the need for any kind of

multicultural education staff development to be in the
context of a whole-school effort to integrate multicultural
education.

Staff development on its own is not sufficient.

Ladson-Billings (1991) speaks to this in terms of

multicultural education courses for preservice students.
She argues that one course is not sufficient to prepare

European-American students for an urban, racially and
ethnically diverse situation.

Students need to be immersed

in classrooms of diverse students and need to have ongoing,

full programmatical ways to make meaning from their

experience.

The implications for what White students might

need to better prepare them to be citizens in a racially
and ethnically diverse world suggest that students, too,
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could benefit from substantive and meaningful
contact with
peers outside the accustomed framework.
Aaronsohn, Howell, and Carter (1993), and
Jones and
Derman-Sparks (1992) stress the need for
preservice and

inservice teachers to have ongoing support groups
of other
anti-racist educators of diverse backgrounds.
Eradicating
racism and working towards a more equitable and
just

society and educational system takes time and there
is a
need for support along that path.
Rural Populations
In addition to the above areas there is the body
of

literature concerning multicultural education in rural
areas,

the least written about topic.

The basic concepts are that rural areas are changing

rapidly due to decreases in population, a declining
economy, and the increase of poverty.

It is also clear

that conditions are different for different parts of the

United States (Luloff, 1990; Nachtigal, 1992).
It does appear that there is a fair amount of

passivity and even resistance to multicultural education in
small White rural towns.

Ayalon (1993),

in reviewing the

literature on multicultural education in White, rural
communities, says that there is "some indication that rural

residents tend to be more prejudiced and less tolerant

toward diversity than urban residents"

(p.5).

Sometimes

White rural schools have difficulty attracting teachers
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interested in multicultural education whether they
be of
color or White (Spears et al
1990; Zulich, 1989).
.

,

Jones and Derman-Sparks (1992) observe that often

teachers in White areas do not believe they are prejudiced,
take pride in being "color blind," and do not believe
White

students are affected by issues of diversity.

Very often

White teachers in rural areas have had little experience

with children of color and little multicultural education
training (Pena and Klug, 1992).

Teachers in Idaho talked

about the process of developing multicultural awareness as

being similar to learning to read as a child.

acknowledged it as a process of "becoming"
1992)

They

(Pena and Klug,

.

White children in predominately White rural areas
often have little opportunity to meet and interact with

people from different racial and cultural backgrounds.

The

primary sources of information about people of color are
the media,

and Klug,

family members, and school
1992).

(Ayalon,

Pena

1993;

Ayalon notes that for some Whites their

only contact with people of color from urban backgrounds is

through the growth of prisons in rural areas.

Ayalon

points out the necessity of counteracting stereotypes and

narrowly defined experiences with people of color.

He and

others stress the necessity of helping White students

understand what lives of others outside the rural area
might be like and what connections there are between White
rural students and others beyond.

53

In Spears et al

.

(1990),

Nachtigal points out that

sometimes the state or federal government can play

a role

in initiating a move towards multicultural education.

He

writes that "Anglo communities... often enjoy little
support for multicultural programs and must rely upon state

mandates to focus attention on important issues"

(p.

52)

Though isolation, lack of resources, and the pressure
to conform can make it difficult to bring
multicultural

education into schools, it also appears that there
are
those who are interested in preparing their students
for

living in a diverse world.

When there is interest

generated by and supported by the community the chances of
success of integrating multicultural education are higher
due to the close family, school, community ties that are

inherent in rural areas (Oliver and Howley, 1992; Spears et
al.

,

1990)

.

There is also evidence that the communal nature of
rural schools can lead to strong school -community ties and

close relationships that lend themselves to community
efforts

(Ayalon,

1993).

The rural school strengths listed

by Nachtigal and articulated by Superintendent Wayne

Sanstead are as follows.
*

*

*

*

Classes are smaller, instruction more
individualized
Teachers often know their students and
their families better.
Each student in a rural school serves an
important function and has a greater
chance of participating in all aspects
of education.
Teachers have a sense of control over what
and how they teach.
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There is room for flexibility, enabling
the school to capitalize on the
strengths of individual teachers.
Administrators and teachers are on the
same side, with conditions of
employment still being a fairly minor
concern in terms of total energy
expended
School board members are known as
individuals providing the opportunity
for broad participation in policy
formation
A minimum amount of bureaucratic structure
allows a higher percentage of financial
and personal resources to be devoted to
the instructional process and a smaller
percentage to systems maintenance.
Since "time on task" is one of the
major factors in effective teaching,
small schools have the potential for
being highly effective.

*

,

In addition they are characterized by:

A safe and caring environment
Community interest and support for the
school, its programs and activities.
A strong work ethic in students and staff.
A sense of pride among everyone associated
with the school.
Parental involvement and communication
with the school.
The importance of the school to the
overall life in the community
(Newhouse and Havlicek, 1991, pp 14-15)

*
*

*
*

*

*

.

These attributes can be the strength behind the
effort to infuse
school.

a

multicultural perspective throughout the

If there are energetic and forceful individuals

who do have an interest and rationale for integrating

multicultural education there is a chance they will have
real impact

(Spears et al.,

1990).

a

Topper (1989) notes

that programs that are developed by the community to

specifically meet the needs of the community can be very
effective.

Because of the isolation that many rural areas
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experience, people can develop self-reliance
and become
effective at creating solutions to immediate
local

challenges. This

"

self -starting" capacity,

cooperation to address

a

combined with

specific need, can generate

interesting alternatives in education.
Some rural school districts look to regionalization
as
a

way to pool funds and meet the needs of a declining

number of students, and to purchase technological equipment
to connect students to others in the United States and
the

world (Topper, 1989; Newhouse and Havlicek, 1991).

Others

have countered that further regionalization would not

necessarily strengthen communities and that rural residents
ought to put their attention on building up the small

schools in their areas (Sher, 1978)

Shirley Brice Heath (1982), though not writing about
an all-White community, discusses the kind of learning that

can happen when rural teachers become researchers and

ethnographers themselves.

Her research suggests the power

of co-constructed inquiry as a tool for changing

consciousness.

Through in-depth study, teachers became

more aware of the different ways they viewed boys and
girls.

Blacks and Whites.

With these new insights they

were much more apt and able to change their viewpoints and
subsequent actions.

Swadener and Miller Marsh (1993)

support the use of teacher research in the process of doing

anti-bias education and have experimented with
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collaborative action research conducted by a
university
professor and classroom teacher.
The challenges for small, predominately White
rural
schools is to overcome their isolation, help
students have
genuine and meaningful contact with people of color
and

other cultures, help students understand themselves
and the
cultures from which they come, and develop a critical

capacity to recognize stereotyping, bias, and institutional
oppression, along with learning the skills needed to
change
society.

The close knit aspects of the community may help

a school pull

together and create an approach to

multicultural education that meets the needs of that unique
school in that unique community.

There is the danger,

however, that the closeness of that community will make it

difficult for people of different backgrounds to easily
enter in and find a place for themselves that honors their
values, beliefs, and practices.
race,

class,

As in all communities,

gender, and religion all play a part in how

well people understand each other and in what ways power is

distributed.

Rural White schools have strengths that will

help and weaknesses that will hinder the infusion of

multicultural /anti -racist education
Practices for Implementation of Multicultural Education
What then are the suggestions for what

multicultural/anti-racist education might look like?

First

of all multicultural/anti-racist education is good

education (Lee, 1985; Nieto, 1992).
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It can be integrated

throughout the school as
the education.

a whole,

throughout all aspects of

This includes the administration
and

leadership of the school, and its relationship
to district,
state, and federal policies (Cummins,
1986; Nieto,
1992;

QEMP,

1990)

.

The school's vision or mission statement can
reflect a
whole-school commitment to inclusion, learning about
other
cultures, ensuring equal opportunity for all students
to

reach their potentials, and equipping students with
the
skills to effectively combat injustice and inequity
(Spears
et al.,

1990).

A number of writers talk about the

usefulness and importance of having some kind of task force
or group made up of different stakeholders who monitor
and

guide the school's process, making sure that issues get
dealt with, people are heard, and policies and practices
are examined (Derman-Sparks

understood that this is

a

,

1989;

Pennock,

1993).

It is

lifelong process of change and

development and so ways of planning, implementing, and

evaluating ongoing change can be put in place (Nieto,
1994)

.

Creating as diverse a staff as is possible can benefit
all students

(O'Grady,

1992;

Pine and Hilliard,

1990).

In

the context of an all-school approach to multicultural

education, staff need ongoing support and development to
look reflectively at their own beliefs and biases, to
discuss, create and alter curriculum, to examine

expectations of students, and to negotiate the inevitable
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conflicts that will arise (Ayvazian, 1994; Ladson-Billings
1994;

Sleeter

,

1992)

A number of writers stress the usefulness of
teachers'
awareness of children's knowledge concerning social
bi ^ ^ erent iat ions and their accompanying status

(Boutte,

LaPoint, and Davis, 1993

and Sparks,

1980; Ramsey,

1987).

;

Derman-Sparks

,

Higa,

it can also be helpful to be aware of

the stages of development for Whites and children of
color
in racial identity development

Mizell

,

1993; Tatum,

1992)

.

(Brown,

1994; Greeley and

Staff can be encouraged to

develop ethnographic research skills in order to observe as

objectively as possible the needs of their different
students (Delpit, 1988)

It might also be useful

for

schools to hire psychologists and counselors who are aware
of the role dominant attitudes towards race,

culture, and

other social characteristics play in the development of

a

child's self-esteem (Derman-Sparks, Higa, and Sparks, 1980;

Greeley and Mizell, 1993; Skutnabb-Kangas and Cummins,
1988)

.

Ayvazian,
(1992)

(1994),

Derman-Sparks (1989), and Nieto

stress the importance of setting norms for student-

to-student interactions.

They say it is important that

children know that putdowns based on any group attribute
are absolutely not allowed and must be followed with

clearly articulated consequences.

In addition,

students

can have a chance for decision making, problem solving, and

exploring issues of class, race, and gender
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(

Schniedewind

and Davidson, 1983).

Some schools have initiated racial

identity affinity groups at the elementary and secondary
school levels

(Brown,

Tatum, Washington,

Greeley and Mizell, 1993).

and Zavala,

1994;

Teachers are encouraged to help

children and fellow staff members monitor their language to

prevent the perpetuation of stereotyping (Katz, 1978)

.

Schools are also encouraged to help students learn how
to manage,

resolve, and learn through conflicts.

Students

can learn specific mediation and conflict resolution
skills, communication skills within a school context open
to honest dialogue

(The Fourth R,

1992)

Schools can

examine their discipline policies looking at possible
different cultural interpretations and practices, examining

who tends to "get punished" the most, looking for patterns
that will help the school not blame the victim but review
its own operations for conditions that might cause

conflicts for students (Lee, 1985, Nieto, 1992).
The curriculum is a main focus of concern for those

who write about multicultural education
McCarthy,

1990; Nieto,

1992;

A.

Banks,

Perry and Fraser,

1993).

(J.

1994;

Students can learn multiple perspectives about their own

cultures and histories

(J.

A.

Banks,

1991).

They can gain

accurate and comprehensive information about cultures and

history that have heretofore been left out of textbooks or
reported from the dominant point of view (Takaki, 1993).
They can do this through the critical use of literature,
videos, music,

television, visitors, speakers,
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field trips,

community oral history projects,
sister-school
relationships with schools with

a

different student

population, and telecommunications.

Much has been written

about the use of children's literature in
helping children
learn intellectually and emotionally about
themselves and
other cultures (Harris, 1993; Rudman,
1993; Wong,
1993).

In an ideal anti-racist setting students
would be able

to talk openly about skin color,

religion,

class,

sexual orientation,

gender, disability, and could expect

adults to address their questions (Derman-Sparks
1989
,

Ayvazian,

1994,

Ramsey,

1987).

They would openly explore

differences and similarities, power relationships and
structures (Nieto, 1992, Sleeter, 1991).

Students would

actively engage in material that is relevant to them; they

would be able to explore connections, ask questions, and
challenge information.

Their and their family's life

experience could be tapped and shared with others as
legitimate knowledge (Dardar, 1991)
Some educators feel it is important for children to

develop critical thinking skills that equip them to
recognize stereotypes in books, the media, and in

conversations with friends and family (Pang, 1992)

.

Students need to be encouraged to continually search for
further explanations, and to learn social action skills and

know about the lives of Whites, people of color, and others
who have struggled for equity and justice for all
(Ayvazian,

1994; Tatum,

1994).
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The length of school

periods,

length of units, the separation of subject
matter,
and the interconnection across disciplines
are all aspects
of the curriculum that can be examined
(Nieto,
1992)

Teachers can become more conscious of their
own
learning and teaching styles and be aware of
the

multitudinous ways of learning that their students
exhibit
(Cummins,

1986; Marshall,

1991)

.

They can become familiar

with different methods for reaching different
students and
be able to assess the success of their instruction
in a way
that informs them about possible changes that would
improve
their teaching.

Cooperative learning, cross-age

instruction, ethnography, simulations, process writing,
lectures, and use of media are a few of the many ways
that

teachers are finding to reach their students.

Much has been written recently about tracking and
^kility grouping.

Critics feel that heterogenous groupings

or temporary homogeneous groupings are most effective in

assisting students with the self esteem and skills needed
to grow and learn.

If children feel they have been labeled

as dumb or stupid year after year chances are good that

they will fulfill that expectation in terms of school

measurements (Oakes, 1985; Wheelock, 1992)

.

Schools, government, and the private sector need to

explore alternatives to quantitative testing that often
places students of color at the bottom of the academic pile
(Meier,

1994).

Portfolio assessment, project learning,

student and parent conferences are other possible ways for
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assessing student comprehension,
achievement, and ability
to apply knowledge, though these,
too, can to be examined
for bias (Darling -Hammond, 1994).
Schools need to be aware
of ways in which tests are culturally
biased,

students' cultural knowledge base over others.

favoring some

Teachers

can be careful about not teaching to the
test regardless of
what skills may be most relevant to the current
student

needs (Nieto,

1992

)

.

The culture and first language of students
and their

families ought to be respected and can be built
upon
(Dardar,

1991;

Skutnabb-Kangas and Cummins,

1988)

Children must not be prevented from using their first
language while at the same time being equipped with
language that empowers them in the work place (Kalantzis
and Cope, 1989)

.

The physical environment is also a place for

integrating a multicultural perspective (Derman-Sparks
1989; Nieto,

1992; Ramsey,

1987).

Posters,

art work,

quotes, pictures of heros and heroines can all reflect a

wide diversity of the human family.

Toys,

games, books,

computer games, crayons, records, and tapes can all be
drawn from a wide variety of cultures and ethnic groups.
Maps,

television programming, visitors, speakers, and

artists in residence can also provide children with a wide

experience of human life.

Children can experiment with

what it might be like to be blind or to be dependent on
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a

wheel chair as they negotiate the
physical environment
(Derman-Sparks 1989)
,

Other areas in which schools can express
diversity is
the food cooked for lunches, games
played in physical
education, songs and music learned about in
music

m

class,

and projects in art class.

School plays,

events,

and

rituals can be expanded and modified to include
more ways
of celebrating, acknowledging accomplishment,
fundraising,
or marking a school transition.

Schools may want to think of ways to use

extracurricular activities in bringing

perspective into the school.
school,

a

multicultural

Language classes after

day care that teaches children games and art from

other cultures,

field trips, exchange programs,

school

participation in community events are all opportunities for
schools to broaden the horizons of students, staff, parents
and the larger community.

Almost all writers stress the importance of parent

involvement
1992).

(C.

A.

M.

Banks,

1993; Dardar,

1991; Nieto,

Parent conferences, drawing on parent skills and

interests,

inviting parents to be part of planning,

providing educational workshops and resource sessions for
parents are all ways that schools can draw in and draw upon
the strengths of parents (Spears et al.,

1990).

Newsletters, home visits, phone calls, translators when
necessary, can also help communication and sharing of the

education of children.
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Many writers stress looking to and drawing
upon the
diversity of the surrounding community.
Resources,

information, historical knowledge, support,
and

opportunities for effecting social change and doing
community service lie in the relationships with
the

community (Bloch and Swadener, 1992).

Schools have the

potential of being centers for the community,
serving both
children and adults in the area. Many schools
have set up

programs for parents and other community citizens
after
school and into the evening.
Some people have urged that
schools be sites for social services for the elderly
and
others,

fostering community interaction and identity

(Comer,

1990)

.

Overall, as the report, Voices from the Inside (1992),

suggests

,

the school needs to have a climate of safety,

caring, honesty, and an appreciation for learning both

academically and socially.

Educators can examine the ways

in which they are and are not reinforcing power dynamics

that exist outside of the school

(Cummins,

1989)

.

An

ongoing active critical awareness, always searching for
ways to improve, to challenge, and to perfect, can be
useful when balanced with patience.
awareness, however,

This critical

is only as strong as the underlying

sense of respect, warmth, and humor that creates a

foundation of trust in the process of continual learning.
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Summary
The literature currently available about multicultural

education is voluminous, the writings concerning antiracist and anti-biased forms of multicultural education are
fewer,

and ever fewer are those writings concerning anti-

racist/anti-bias education in predominately White rural
schools.

There is, however, a substantive body of work

that examines the characteristics, stages, and

considerations in preparing teachers for crossing cultures,

whether they be of an ethnic, racial, or class nature.
This information, combined with suggestions for

implementation of multicultural education, serves as

a

foundation for understanding the dynamics, hopes, concerns,
and activities of those in this study.
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CHAPTER

3

METHODOLOGY
Over view of the Approach
The methodology overview will begin
with the primary
question, then outline the research method
that I used.
The next section covers data collection,
which includes
relevant information about me as the researcher,
and

comments on issues of trustworthiness.

This is followed

with a description of how observations, interviews,
and
document collection were done. A section on data
analysis
follows,

ending with limitations of the study, and a

description of my entry into Roadtown.
Starting from the broader question of how educators in
rural predominately White schools think and teach about

multicultural education, this study will narrow its focus
to explore the life of one elementary school in search of

some answers.

The primary research questions guiding this

study are:

How do staff and parents in this particular
small, rural, predominately White public
elementary school think about multicultural
education? What successes and barriers arise as
a school integrates multicultural education?
To answer this question

I

chose to conduct an

ethnographic case study of one school in Massachusetts.

As

defined by Merriam (1988), a case study is "an examination
of a specific phenomenon such as a program,

an event, a

person, a process, an institution, or a social group"
9)

.

An ethnographic case study, according to Merriam
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(p.

(1988),

is

sociocultural analysis of the unit of
study.
Concern with the cultural context is
what sets this type of
study apart from other qualitative
research" (p. 23)
Case
studies enable one to look carefully and
thoroughly at one
"bounded system" (Marshall and Rossman,
1989,
"a

p.

44

),

helping one to better understand the
complexities,
subtleties, and uniqueness of any particular
setting
(Merriam,

1988;

Patton,

1990; Bogdan and Biklen,

1984).

a

case study can be used to depict, characterize,
or
instruct, according to Guba and Lincoln (1981)
instance,

.

in this

it is hoped that the study will be of use
to

other schools as well.
Since the questions concern how the staff and some

parents of this particular school define multicultural

education and how they assess their implementation of that
definition,

it seems appropriate to use a phenomenological

approach that asks how the concerned individuals think
about and experience their situation.

Patton (1990, p. 69)

says that "Phenomenological inquiry focuses on the

question:

'What is the structure and essence of experience

of this phenomenon for these people?'"

this case,

The phenomenon,

in

is the conception and implementation of

multicultural education.
The study may be useful to the school (and to other
educators) because it has drawn upon the thinking and

experiences of its own population.

The staff and parents

have voiced an interest in continuing to become more
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"multicultural," and it was important to
know the range o£
definitions and the range of actions that
were perceived to
contribute to that effort, just as it was
useful to know
the perceived range of barriers that
impeded reaching the
goal of becoming more "multicultural."
It is hoped that the school community
will find this

study useful in its efforts.

In this regard,

aspect of an action-research approach as well
1990; Lewin,

1946; Sanford,

1981).

there is an
(Patton,

The study has also been

evaluative in that it attempted to help the school
community examine its beliefs and evaluate what has
and has
not been successful in its own terms (Merriam,
1988).
Once
again,

it is anticipated that other educators in
small,

rural, predominately White elementary public schools
may

find the resulting ideas, perspectives, actions, and

reflections useful in their own efforts to think about and
implement a multicultural perspective.
In summary,

this research project was an inquiry both

about how people perceived what was going on in the school

and what

I,

the researcher,

saw transpiring in terms of

integrating a multicultural perspective.

It was a

phenomenological study in that it asked explicitly what

participants thought and experienced; and it was
ethnographic in that

I

consciously observed and, to some

degree, participated in the school culture.
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Data Collection

Researcher as Instrument
The collected data include the three forms
discussed

m

Patton (1990)

analysis.

:

observation,

interviewing, and document

Before elaborating upon these three forms

I

think it is important to introduce the primary tool
of
investigation, that is, me, the researcher.

The primary

instrument of research in qualitative inquiry is the

investigator (Oakley, 1981; Peshkin, 1988; Kram, 1988)
is through my senses,

mind,

it.

.

and experience that a great

deal of information has passed and been interpreted;

I

need

to acknowledge the "politics of my location" as Adrienne

Rich says
I

(

1984

)

am a White woman who was raised in an upper class,

politically and socially liberal academic family.

I

attended private "progressive" schools in Cambridge,
Massachusetts, and later became an elementary teacher in
"progressive" public schools.

intercultural

.

I

My family is interracial and

grew up during the Civil Rights Movement

and participated in organizing against the Vietnam War.

witnessed the revival of the women's movement and the
beginnings of the environmental and gay and lesbian

movements
I

have taught a range of ages from kindergarten to

graduate school, always with an ever-evolving global,
multicultural, and anti-bias perspective.

Coming from a

position of privilege in regard to class and race,
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I

have

I

developed an acute awareness of injustice and
inequity, and
am working to increase that awareness. On
Helms's White
racial identity continuum I would say I travel
between
Pseudo-Independent and Autonomous.

am particularly

I

interested in working with my fellow White teachers
to join
with educators of color in preparing all students
for

creating and living in

a

more just, loving, and conscious

world
Trustworthiness

Merriam (1988) emphasizes the need for qualitative
research to defend its validity and reliability, and
to
ensure that ethical behavior has been practiced.
cites six strategies for ensuring validity,

have been employed in this study.
of multiple methods.

1)

In this study,

Merriam

five of which

Triangulation: the use
observations,

interviews, and documents were used to generate a more

holistic view of the thinking of its members.

2)

Member

checks: taking data and interpretations back to the

participants.

During this study participants heard one

mini-report about emerging themes during the spring and
were offered the opportunity of a final report once the
data had been analyzed.

3)

Long term observations:

observed intensely for five months out of
school year.

I

a

I

ten-month

also returned throughout the fall of 1993

and spring of 1994 for observations of

a

and updates with some teachers and staff.

few school events,
4)

Peer

examination: getting collegial comments on findings.
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I

met

with a dissertation support group every two weeks.

I

also

shared findings and questions with dissertation committee
members, and was involved in on-going dialogue with other

practitioners interested in this topic.

Participatory

5)

modes of research: involving participants in all phases
of
research.

Participants were encouraged to challenge or

question anything about the study or the researcher.
thoughts,

Their

reactions, and concerns shaped the study but not

in any formal way.

And

6)

clarification of the

researcher's worldview and assumptions: the participants

knew something about my educational background and
experience.

During interviews

I

would occasionally

interject my thoughts, questions, and perspectives, and

willingly answered any questions participants wished to ask
me
My trustworthiness is established,

hope, by my

I

interest in learning from the experience of this school.

Reason and Rowan (1981) suggest that "valid research rests
above all on high-quality awareness"

(p.

245)

and that this

awareness "can only be maintained if the researchers engage
in some systematic method of personal and interpersonal

development"

(p.

246)

My own concern in finding ways to

best integrate an anti-racist, anti-bias perspective into

every aspect of education requires me to be open, ready to
be challenged, and ready to acknowledge blind spots and

ignorance.

My engagement with these issues in other

spheres of life, in organizations in which
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I

am held

accountable, requires that

I

pay close attention to my part

in oppression and its eradication.

work is that we are on
researcher, as well.

a journey,

The premise of this

and

I,

As Greed (1992, p.

even as
151)

says,

"My

research interacts with my life, and both it
and I myself
change and go through different stages of
development in
parallel as the work progresses."
Observations
A participant observer approach was used.
p.

Gans

(1982,

refers to this role as a researcher participant.

54)

This is one "who participates in a social situation
but is

personally only partially involved, so that he can function
as a researcher"

(As

quoted in Merriam, p. 93)

.

I

asked

permission from teachers to enter their classrooms,
observe, and take notes.

I

spoke and interacted with

teachers and with children informally during observations.

From the global education office in which

I

worked

I

brought materials and resources which had been requested or

which

I

thought might be of interest to a particular

teacher based on conversations in the classrooms and in the
interviews

During the study the principal was invited to speak at
a global education conference,

participate in

which

I

and one teacher was asked to

a summer institute for teachers,

helped organize.

I

both of

brought in materials and

resources for at least half of the teachers, and often
brought curriculum guides, articles, and books for the
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principal to review.

I

attended various school events open

to the wider community such as the
sixth grade spaghetti

dinner fundraiser, the school play, and
a drumming

performance by the fifth grade.

I

also attended part of

the Town Meeting and town discussions on
the issue of

regionalization.

I

occasionally encountered teachers and

parents from Roadtown outside of the school and
have

included their comments where relevant.
As researcher

I,

too, was affected by my interactions

with the school and by the process of doing this study
(Patton,

1990

research

I

;

Lather,

1991)

.

While engaged in this

was teaching a social studies methods course to

elementary preservice students.

In the course

I

assigned

a

paper written by a Roadtown teacher concerning peer
standards;

I

also used another teacher's outline of a

curriculum on African-American History through Music, and

I

shared with the class titles of children's books being used
by teachers.

Besides these concrete benefits,

I

observed

teaching that caused me to reflect upon my own practice in
terms of attitude towards students, organization of

material, and conceptions of what is possible.

Observations were conducted to better understand

relationships among the participants and issues raised in
the course of the interviews, and to get a feeling for the

school as a whole.

In essence,

the observations and

thinking stemming from readings and interviews with

academics in the field, combined with what the staff and
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parents said, have offered both

a

mirror and a window to

the researcher and school community.

Observing also established trust with the
participants
and provided opportunities for informal
discussions
that

arose out of the context of events in school.

Observations

offered material for more specific questions
in interviews
and provided reference points for better
understanding
already conducted interviews.

Being in and around the

school enabled me to know some of the students
who were

referred to, and

I

was more able to participate in school

and community events.

Observations also yielded a sense of

the multidimensionality of the school's effort to
integrate
a multicultural approach.

Art,

student work, and posters

on classroom walls and in the halls reflected teacher
and

student concerns and interests.

Observations enabled me to

listen to the tone of relationships and to watch

interactions between staff, students, and parents.

These

observations sometimes affirmed and contradicted statements
made in the course of interviews, thereby triangulating
information and offering another perspective.
I

observed faculty meetings, classrooms, meetings of

the Learning from Diversity Committee

(a

15-member

parent /teacher group), school events, and informally in the
hallways,

lunch room, and the playground.

I

took cursory

notes during observations and wrote up field notes within

twenty-four hours of the observation (Merriam, 1988)

.

observed each teacher in her or his classroom at least
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I

twice and was at the school approximately
four hours a week
throughout a five month period.
I also went about once
a
month to talk with the principal, visit
a classroom and/or
attend a school event during the fall of
1993 and spring
of

1994

.

Interviews
I

aides,

interviewed all head teachers, the principal,
most
the secretary,

special education teachers,

some

special subject teachers, the school psychologist,
the

library coordinator /cook

addition

I

'

s

aide,

and the custodian.

In

interviewed the members of the Learning from

Diversity Committee (nine parents and six school
personnel)
and two other parents of students of color.

certain amount of overlap in that

8

There is a

of the 23 staff and

teachers are also (or have recently been) parents with

children in Roadtown.

Though interviewing students would have been
fascinating and certainly would have added another

dimension to this study
them.

I

chose not to formally interview

My reasoning was that adults were the ones

conceptualizing the nature of multicultural education; they
were the ones responsible for implementing it as they saw
fit.

Talking to students would have helped teachers and

parents have a better understanding of the impact of their
efforts or lack thereof.

It was my thinking that an

additional or different study would have to be undertaken
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in order to give an accurate view that
would reflect the

experience of a broad enough range of students.
Each participant was asked to be interviewed
for
ninety minutes, but 7 of 23 staff could only
be interviewed
for an hour or less.
All but one parent was able to
spend
the whole allotted time.
Interviews were tape-recorded and
transcribed for data analysis.
An open-ended format was used at the
beginning in

which each person was informed of the main
questions that
were the basis of the research. I used an
interview

guide

(Taylor and Bogdan,

1984)

based on three questions:

1.

What is your definition of multicultural education?

2.

In your view, what has Roadtown done successfully
in terms of multicultural education and what
factors contributed to those successes?

3.

What are the barriers and challenges that Roadtown
has encountered in its efforts to become more
multicultural?

Though my own definition of multicultural education is

better expressed by the term "anti-bias" and "anti-racist"

education as described earlier,

I

chose to use the phrase

"multicultural education" because of its generality and

because it is the term the school itself used (among
others)

in explaining its intention.

The question of

definition was posed to better understand what a
multicultural school or classroom looks like in the mind's
eye of the participant.

It was assumed that those being

interviewed would not share exactly the same conception of
what multicultural education looks and feels like when it
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is happening.

Different approaches to multicultural

education were revealed by asking this question.
The second question was also designed to better

understand what actions and behaviors constituted
multicultural education.

The question provided one way of

finding out what specific actions staff and parents
think
they have done to work towards a school
-stated goal of

multicultural education.

These verbal accounts helped in

the process of triangulation (Patton,

1990)

by being

juxtaposed with actions, behaviors, and activities
observed
by the researcher during the course of field
work.
Finally, getting staff's and parents' thinking about
what

they were doing from

a

multicultural perspective pieced

together a mosaic which showed what the school has been

doing in the name of multicultural education.
The third question was designed to offer the school

community a mirror that reflected what was and was not

working and what needs still have to be addressed.
addition,
that,

In

the question generated suggestions and ideas

if acted upon,

could take the school closer towards

its goal and be of benefit to other schools.

Additional questions arose both from the participants
and from the researcher in the course of the interviews.
One aspect of qualitative research is that knowledge is

revealed in the course of the inquiry.
Bogdan (1984) say,

As Taylor and

"In qualitative studies researchers

follow a flexible research design.
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They begin their

studies with only vaguely formulated
research questions
(p.5).
Some of the additional questions
became commonly
asked and were part of the foundation
for the
11

study.

i

found myself asking what kinds of
differences children
seemed to comment upon amongst themselves.
I asked in what
ways children mentioned movies, television,
and videos in
their conversations and writings.
Participants often

brought up experiences they had with other cultures.

I

would follow up on these questions, probing to
better
understand the role of these experiences in their thinking.
The focus of the interview was to understand what
the

interviewee felt and thought, and

I

also shared some of my

thoughts and ideas during the interview.

Originally

I

planned to give two reports to the staff.

The first was about the kinds of issues, questions,
concerns, and ideas that had surfaced in the interviews.

I

had typed out a list of themes and distributed them and
talked about them very briefly.

The staff meetings were

always very busy and there was not
for this feedback.

a lot of

time set aside

During the spring of 1994

I

called

several times to have the report put on the staff meeting
agenda.

Apparently there were many other priorities and so

the staff have not yet heard a report.

presentation was given to

a very small

A short

parent meeting

(three people), as well as to the newly formed school

council made up of teachers, parents, community people, and
the principal
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Once interviews were finished and
transcribed,
interviewees received a copy of the transcript
and were
asked to make changes, comments, or
explanations as they
saw fit. Only 4 people of the 36 people
interviewed

returned their interviews with comments.

They could return

them either by enclosing the commented-upon
interviews in
the stamped self-addressed envelopes previously
sent out,

or put them in a manilla envelope in a
designated box at

the school.

It was hoped that participants would
further

clarify their thinking in terms of the interview
but also
in terms of what they would like to do in
the coming year.

These very few comments became part of the final data

analysis
Documentation

Documentation refers to all written work that was

collected concerning the school
included: Newsline

,

.

In this case documents

the school's weekly newsletter that is

sent home to the parents; the responses to a survey on

multicultural education conducted in the fall of 1992; two
drafts and the final rewritten vision statement of the
school; some written classroom assignments; documents

describing school population, map, staff names and
addresses, and special education reports; and papers

written by the staff about educational philosophy.
Newspaper articles about the school and relevant events
were also clipped and incorporated.
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Data Ana ly .sic;

One of the characteristics of
qualitative research is
that data analysis is conducted
throughout the course of
the study. I read information about the
topic of study
continually (Taylor and Bogdan, 1984). This
information
also informed the process and direction
of the study and
thus the final analysis of data as well.
Interviews, field
notes, and documents were read and reviewed
in order to

begin formulating ideas and identifying themes
that
emerged.
These thoughts and themes influenced

the kinds of

questions asked in interviews and the focus of
observations
and choice of documentation.
Once the observations were completed and field notes

written up, interviews transcribed, and documents
collected,

the final round of data analysis began.

su ?n~J e sted by Patton (1990)

,

As

multiple copies were made for

cutting and pasting, safe keeping, and easy reference to
the whole.

All material was read repeatedly and categories

were developed by the frequency that
concept appeared.

I

a word,

phrase or

also color coded responses in terms of

the initial three questions adding, colors for comments
that were related to the process of change,

that raised

questions, and that did not seem to fit into other

categories
All three forms of research--interviews

,

observations,

and documentation--were analyzed for correlations and

contradictions.

These patterns, categories, and themes

81

were reviewed in the context of the
existing literature,
and discussions with other concerned
educators.

The data concerning definitions was
analyzed primarily
using Sleeter and Grant's (1987) and Banks'
(1991)

delineation of different approaches to multicultural
education.

Definitions articulated by Enid Lee (1991)
and

Sonia Nieto (1992) were also utilized, particularly
because
of their emphasis on anti-racist education
as a primary

component and purpose of multicultural education.
addition,

I

in

referred frequently to Janet Helm's book, Black

an d White Racial Identit y

;

Theory, Research and Practi

which maps the course of racial identity development

.

P

,

The

writings of Christine Sleeter, Andrea Ayvazian, and Robert
Terry about Whites' roles and responsibilities in

eliminating racism were particularly relevant.

I

also used

Sonia Nieto's (1992) seven basic characteristics of

multicultural education and referred to her levels of

multicultural organizational development as applied to
schools
Limitations of the Study

Vincent Rogers (1984) has outlined

a

series of

limitations that are used here as guidelines.

I

have

preconceptions about the world of multicultural education
and have an understanding of the world shaped by the fact
that

I

class,
399)

am a White, European-American female from an upper
liberal background.

But,

as Judi Marshall

(1981,

p.

points out, the researcher's limitations are also the
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researcher's gift.

She says,

"While it is important for me

and for others to recognize my bias, it really is what

I

can give as a researcher; it is my contribution."
It is understood that there is difficulty in

replication.
to it,

and

I

The final story about this school is unique

hope that the usefulness of the story will be

determined by how it sparks the imagination of and is
resonant with the experience of others in similar

situations
I

cannot record everything.

that some aspects,

it goes without saying

some moments in the schools life and in

the beliefs of those interviewed, have been missed.

Yet,

it is hoped that the patterns that have emerged are

accurate reflections of the school reality.

And finally,

the presence of any observer will alter a situation to some

lesser or greater degree.

In the case of action and

participatory research, alteration
of the research.

I

is,

in fact,

the point

started out with the hope that the

research could serve as a useful mirror for the school and
that it would help alter their program in ways that they

would like.

This research project was entered into with

the understanding that the school is on a journey; it is

hoped that whatever change results will be in line with the
school's desire to continually integrate a multicultural

perspective into its fabric.
In some cases being an outsider can be an asset: one
is occasionally able to see the full spectrum of realities
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without blind spots.

The limitation, however,

is that one

can be that much more removed, not an integral part of

school life.

Thus the blind spots of distance become a

limitation as well.

As Rogers says,

studies in public schools....

teacher nor student....

"It is difficult to do

The observer is neither

Subjects in school settings may

behave differently when an outsider is present"

(p.93).

The discomfort that participants,
particularly teachers,
might have felt at being observed may have
contracted

teacher performance, though

don't think this happened

I

often as most teachers seemed very comfortable
with and

accustomed to visitors of all kinds observing their open
classrooms
Point of Entry into Roadtown
In order to set the context for the data presentation

and analysis it is important to describe how and at what

point in the school's evolution

I

entered.

I

first heard

about the school through Sonia Nieto, a faculty member at
the School of Education.

I

was telling her of my interest

in learning about how predominately White schools go about

implementing multicultural education.

She had been asked

to come to an evening meeting at Roadtown to speak about

multicultural education as part of their rededication to
these issues.
Jack,

She suggested

I

call the Roadtown principal,

and see about coming along, which

I

did.

At that meeting people said their names and identified

themselves.

Every single person, whether teacher or
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parent, mentioned some experience
overseas, or within
another culture in this country and/or
were related to
someone of color (all attenders were
White)
Dr. Nieto
talked about the seven characteristics
of multicultural
.

education (see Definitions in Chapter
1), and stressed the
point that, though Roadtown appeared to
be monocultural and
homogeneous, in fact, there was probably
quite a bit of
diversity
After the meeting

briefly with Jack.

I

Later

talked with some parents and
I

called him to make an

appointment and went out to meet him in January.

in our

discussion about whether a study would be appropriate
or
useful he said that the school already had a lot on
its

plate; they were involved in three different grants--one
for portfolio assessment, one for special education,
and

one for math with computers.

The move to a temporary

location next year was also a time-consuming concern.

The

combination of overcrowding, with lots of projects, and

having to move was already quite stressful for people.
However, he thought that it might be useful to the school
to have someone come in and hold up a mirror as well as to

bring in relevant materials when possible.

He gave the go-

ahead to observe, interview, and interact with folks over
the next five months until the end of school in June.

was clear that

I

It

would be getting just a glimpse of the

life of the school, but even so it might be useful to them.
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After a month of observations, attendance
at a few
meetings, and the first couple of interviews,
I saw a
fuller picture of the school in its
process of doing
multicultural education. The school has been
practicing
inclusion of special education students for
about fifteen
years; the philosophy of valuing each child
for who

she or

he is, attending to each student's strengths
and

weaknesses, permeates the school.

Different teachers have taught about other cultures.
Some have attended workshops on multicultural
education and

racism as part of other jobs.

Some have been very involved

in the Whole Language movement

Some have been involved

with Summer Math programs in the state; others are working
with the Northeast Foundation for Children's Management in
the Responsive Classroom model

.

The teachers have a

history of actively taking time to develop themselves with
an eye towards better meeting the needs of their students.
In the period of about one and a half years before

arrived there had been a number of racial incidents

.

I

The

African-American parents of one child, the Taylors, felt
that the school was not taking these incidents seriously

enough and they, therefore, went to the teachers,
principal, and finally to the school committee to get the
school to address issues of racism on a school wide basis.

One of the results was the decision by Jack to involve

teachers in making parents, teachers, community members,
and students more conscious of issues of diversity and
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multicultural education.

The decision was picked up by
the

media and portrayed as the first time the
school had
addressed multicultural education. This
disturbed a number
of the staff who felt they had been
practicing a philosophy
of inclusion, now called "multicultural
education,
"

in a

multitude of ways across the formal and informal
curriculum
for many years.
There was some resentment about being

pressured to demonstrate a commitment to working with
racism in a particular way prescribed by one set
of

parents

who weren't, in some people's opinion, also willing
to

self-reflect and explore other reasons for and approaches
to their son's problems.

As

I

understood it, these parents

felt the school was not willing to address racism on
an

institutional level.

While some of the staff felt that,

though there might be a need to look at racism in the
school,

there was also a need for the school and family to

work together to better meet their son's needs and deal

with his individual problems.
Some staff members and the principal agreed that the

incidents were more than individual cases of name calling,
and that, combined with some other incidents, they formed

pattern that needed to be addressed institutionally.

One

of the differences that will be discussed later on is that

people had varying ideas of what working institutionally
looks like.

Staff also acknowledged that, because there

was an influx of more students who spoke other languages,

who came from urban areas, and who were of color, there
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a

needed to be additional attention paid
to making sure their
needs were met
In the fall of 1992 the teachers
agreed upon five aims
for the year: 1) develop new multicultural

curriculum

units,

adapt current units to include a more

2)

multicultural perspective,

3)

purchase a wider variety of

multicultural books for the library,

4)

have more contact

with people of color--with visitors or through field
trips,
and 5) choose a school wide theme, possibly Standing

Up for

Justice,

that might be planned during this year and

implemented the following one.
In addition,

Committee

(

LFDC

)

Jack formed the Learning from Diversity

which included himself, parents, teachers

and school committee members (some teachers/school

committee members were also parents, and some parents were
teachers in other settings)

.

This group included one of

the African-American parents who had first voiced concerns;

the rest of the members were White.

Of the other parents

one was originally from France, another had worked in West

Africa and China, one had two adopted children from Peru,
and one was in a blended family with an African-American
family.

Of the teachers one had worked in Zaire as well as

Bangladesh, and had recently reentered the United States.

Most other teaches had either worked or lived in racially

diverse communities, or had had contact with diversity in
the armed forces, or had taught in diverse settings.
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According to some of the participants, there
was
discussion about whether to use the word
"multicultural
"diverse" with the decision to go with diverse.

11

or

it was

felt that the Committee wanted to be aware
of all kinds of

differences, choosing a more anti-bias approach,
not solely
focusing on issues of race and culture.
Apparently there
was some discussion about the significance
of race with the
African-American parents, along with some White
parents,
arguing that race is the most salient of
differences.

When the LFDC convened they brainstormed a
number of
possible activities and began by rewriting the school's

vision statement with input from all parents and
staff who
wished to respond to the first draft. When I arrived
in

February the LFDC was working on the final draft of the

vision statement and discussing where to go from there.
The Committee had met a number of times although a number
of members,

including the two school committee members and

the one person of color, Trevor Taylor, had stopped

attending meetings.

The school committee members were

buried in issues of budget, state educational reform, and
possible regionalizat ion--all to be acted upon in some way
or another at the town meeting in May.

Trevor apparently

was disappointed with the vision statement and felt that

leadership was lacking.

He and the principal,

Jack,

had

talked about their differences about how to proceed, and
those differences remained.
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I

spent the first few weeks observing, collecting
some

documents and attending staff and LFDC meetings.
interviews in the first week in March.
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I

began

CHAPTER

4

DATA PRESENTATION AND ANALYSIS
In this chapter the data is reviewed,

arranged.

There are four sections.

analyzed and

The first focuses on

the vision of the school and the
definitions of

multicultural education articulated by the
participants.
The second examines those areas that were
considered to be
successes of the school as it travels the path
towards a
more multicultural school. The third section
looks

extensively at barriers to that process discussed
by the
interviewees; and the fourth section is a collection

of the

suggestions and ideas that participants had for continuing
to improve themselves and their school.

Section

I:

School Vision and Definitions

One of the questions

I

started interviews with was,

"What is your definition of multicultural education?"

about the same time

I

was asking this,

At

the Learning from

Diversity Committee was having its last discussions about
the new school vision statement.

This section will first

examine the vision statement and then the generally shared
concepts that came out of individual definitions.
School Vision Statement

The process initiated in the fall caused teachers and

parents to review the school's original vision statement
and to reframe it with the specific intention to prepare

children for living in a diverse and complex world.
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It is

the most up-to-date, overarching statement
of vision for
the school and it reads as follows:
We,

as parents and teachers of the Roadtown
Elementary
School recognize that we live in an increasingly
complex and diverse world. Over the years we have
attempted to create a school where all students
feel
included, where all students are able to learn
As
our community becomes increasingly diverse, we
'wish to
reaffirm this commitment and re-dedicate ourselves
making our school a place where children learn to to
live
and lead in such a world.

To support this effort, our children need
opportunities to encounter individuals whose life
experience may differ from their own, to learn to
recognize our common bonds, our differences, and our
uniqueness. Above all we must learn to respect the
dignity of each and every individual.

Through education, we can learn to respect and value
one another, rather than to react with fear,
aggression, or hate. We must create a learning
community in which every person feels emotionally and
physically safe and valued. Every child should be able
to find him or herself reflected in the school
environment in a way which nurtures and supports selfesteem.
We believe that the school can be a place where
children learn to appreciate themselves and each
other, and where we can work toward a world where
children learn to stand up for justice for all people.
This statement articulates many, but not all of the
values, goals, and concerns expressed by most participants.

The values of acceptance, respect, and recognizing

similarities and differences were shared by participants.

Maintaining

a safe learning environment,

honoring the needs

and rights of each individual also were part of individual

definitions.

Though there is reference to not reacting

with fear, aggression, or hate, and
for justice,

a goal of

standing up

the vision statement does not directly

acknowledge the existence of institutionalized forms of
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oppression or address how the school views
challenging them
as part of their vision.
In an earlier draft there were two
sentences that said
a bit

more about the development of

perspective: One said,

a

multicultural

"We can... move away from typical

reactions of fear, aggression or hate and
beyond tolerance
to appreciation, valuing and learning from
our diversity"
which suggests more of a process of development
and growth.
The other sentence was the last one "...
children learn to
stand up for justice for all people.

Part of their

learning can and should be learning to look at and
change

behavior that prejudges, stereotypes or excludes some
people.

Here there is a reference to helping children

overcome bias and prejudice, but this was not included with
this same clarity in the final statement.

Many respondents

included recognizing and challenging stereotypes in their
definitions; the fact that these comments were not part of
the school's vision statement reflects the lack of

agreement about their place in the school's mission.

This

lack of agreement emerged again in the comments about

barriers, challenges, and differences in perspective.
In addition to the statement itself,

an earlier draft

had an interesting list of five strategies for working
towards this vision:
1. We would like the school to examine its policies
and practices to see if they are equitable, with the
goal that all aspects of education should be
accessible to all children (regardless of the
backgrounds?
)
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We would like the school increasingly
of diversity in all its curriculum to reflect a
whether it be science, literature, social and materials
studies
1C
a
h S
inV ° lve ^-examination' of
^'
i
what is taught and what
is not taught.
2.

/

U

We would like our children to have the
opportunity
talk with and work with people of a
wide
variety of backgrounds. This might be
achieved by
becoming involved with schools in communities
diverse than our own and by inviting visitors more
to the
school from a wide variety of backgrounds
3.

to meet,

We would like the school physical environment
to
reflect diversity.
4

5. We would like there to be opportunities
for
teachers and parents in the community as well as
child to examine and question his/her values and each
assumptions and perspectives on knowledge.

One can see underlying values and some of the thinking

going on at the Roadtown school that is expressed in these
statements.

These rather impressive strategies indicate an

awareness of the need to scrutinize institutional
activities,

interest in a pervasive view of multicultural

education, acknowledgement of the value of learning through

personal contact with people from diverse backgrounds,

understanding of the significance of the physical
environment, and the need for everyone to be self-

reflective about their own attitudes and views.

Many of

these strategies also appear in individual participants'

views and ideas, and were discussed in the Learning from

Diversity Committee.

But,

as is true with any

organizational change, not everything is accomplished all
at once.
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Concepts Derived from Individual Definitions
Parents and staff had an opportunity to read
the
statement and make comments. Though this was
a way for the
whole school to have an agreed upon view there
were,

course,

of

still definitions held by individual teachers
that

elaborated on the statement and/or emphasized
other points.
In Chapter 2 I discussed the fact that
many of
those

who write about multicultural education talk
about the
variety of approaches that exist. Many of those
writers
(Sleeter and Grant

(1989),

arrange these approaches in

J.
a

A.

Banks

(1992),

Nieto (1992)

progression.

Responses from participants fell along the continuum
of definitions described in Chapter 2.

Participants came

from a variety of experiences with racism and bias, placing

them in different locations on the map of multicultural
awareness.

The important thing to keep in mind is that

this range is best visualized as a spiral rather than a

straight line.

There were those who stressed both dealing

directly with racism, and the importance of children seeing
similarities and learning about foods, and holidays--but

within a context.

There were those with the "soft"

approach to multicultural education, as Enid Lee (1992)
puts it, who talked about people learning to get along with

different kinds of people without addressing the structural

barriers that make this difficult.

There were also those

with "harder" approaches who directly talked about the ways
that racism and other forms of oppression prevent people
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from getting along and getting their needs met.

people reflected a mixture of views
appear on continuum of
exclusive.

a

.

Most

These points which

straight line are not mutually

We revisit the same areas and questions but

perhaps with different information, and having achieved
another level of synthesis.
a

Multicultural education is not

static entity; it is an ongoing process.

This process

can be observed to some degree in
the development of the

vision statement.

Terminology
When

I

began interviews the school was well on its way

to adopting the new vision statement, but it became
clear

that not everyone had a working definition of multicultural

education, either as a group or as individuals.

Apparently

,

comments about the vision statement represented

what participants considered to be "good" education, not

specifically "multicultural" education.

When participants

were asked about their definitions of multicultural

education it was interesting to find that a number were not
sure what the term meant.

One teacher remarked,

I

don't

even know what multicultural education is."

Another said,

"I

haven't put a lot of thought into this."

A third said,

"I

need to come up for myself with a definition of

multicultural education that

I

and feel committed to, and

haven't done that yet."

I

really feel comfortable with

The differences around terminology reflected some of
the underlying differences in approach.
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Some people did

not like the term because they felt
it really only applied
in situations where there was a wide
range of students from
racially and ethnically diverse backgrounds
and since

Roadtown was predominately white, the term
was not
particularly appropriate.
Linda, a teacher,

felt that by using the word

multicultural" the other differences within the
class
would be diminished; she preferred the term

"diversity":

It s a term that's been thrown around like
other
I'd rather look at the class in terms of
each
individual having a very different background and
each

terms.

bringing something special from whatever their
background is rather than pigeon hole....
I haven't
dwelled on that issue of multicultural, I've dwelled
on the needs of the class.
I look more at diversity
than multicultural, one child is Black, one has got
a
really severe skin disease, one has hearing problems,
one is Jewish... we have lots of other kids from
families who are split and [and deal with] alcoholism.
In some ways this list sounds like a diversity of

deficits.

Being Black and Jewish are seen as similar kinds

of problems as having a skin disease or coming from an

alcoholic family

.

I

am sure this is inadvertent but the

juxtaposition suggests a way of viewing racial and
religious differences as problems rather than the reactions
to those differences being the problems.

though Linda believes by using the term

It sounds as

"multicultural"

one is "pigeon holing" rather than seeing each child as an

individual

Other people, too, chose to use the word diversity.
The Learning from Diversity Committee decided to use the
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word to indicate that the school does
have

diverse

a

student body though not racially or
ethnically.
Joan,

another teacher, preferred the term
"anti-bias"

because she, too, seemed to feel that the
word
"multicultural" refers particularly to skin
color.
she has many differences in her class,

Though

they are not racial

I guess I've always preferred
to think not so
much in terms of a multicultural approach,
but
rather an anti-bias approach, where people were
tolerant of other perspectives, other views,
other skin colors, other nationalities.
There
are tremendous differences in this classroom even
though there are not different skin colors.
.

.

.

Despite discomfort with the term, these teachers
and

parents still had ideas about what it meant for them
to be
in a school that recommitted itself to teach about

differences and to prepare children for an even more
diverse world than the one in which they presently live.
The interviews revealed shared values expressed by those

who both did and didn't like the term.

The following are

themes that emerged from participants answers about the

definition of multicultural education.

The headings are

drawn from the language of the participants: Accepting and

Respecting Self and Others, Learning About Self and From
Others, Developing Critical Thinking Skills, Addressing

Issues of Bias, Learning Through Contact, Standing Up for
Justice, Going Through the Process, and Integrating

Throughout the Curriculum.
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Accepting and R especting Self and Others
This concept arose again and again in
the interviews.

There were two components of the sentiment:
that each
individual child feel valued, safe, included,
and able to
learn; and that children treat each other
accordingly.

The

one relates directly to students' social and
emotional

skills to accept and value themselves, the other
to their
ability to accept and value others in the course
of both
formal and informal schooling.

What is not taken into consideration by some is
the

way in which the messages from the greater society make
these ends difficult to accomplish, and the degree to which

children have already internalized oppression--their own or
others

'

Trevor, an African-American parent, brought up the

question of how one's social identity group is valued in
the larger society affects how one feels about oneself in
the smaller setting of a school.
I typically think of it in terms of gender, race, and
ethnicity.
In that regard it means feeling valued,
being able to feel psychologically supported, being
able to identify with both the learning activity and
with the people who are in the school, and to
recognize your commonality as well as your difference
in the community that you are a part of, from a
student perspective.

Trevor links self-esteem with feeling good about one's
race,

one's culture, one's gender, and he stresses the

importance of the school community valuing those things
about a student as well.

multicultural school,

He goes on to say about a

"It's got to be an environment that
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is conducive to what

I

call psychological safety, where

there is an absence of terrorism for children
of color.
That's got to be fundamental." He is echoing
sentiments
that Tatum found in her study, Assimilation
Blues: Rl^rV
F amilies

in White Communities

:

"Because of their concerns

about racism within the community, most of these
parents
can not evaluate their child's academic experience
without
also considering their child's social experience."
She

says that though there is hope that school will be
fun and

interesting there is also

a

feeling of,

"'Please don't do

any damage--to her intellectual curiosity, to her

developing self-esteem.

Please don't hurt my child.

Probably all parents feel this way, but when your child is
Black and operating in

a

mostly White environment the words

take on special meaning."
Rosa,

a parent of South American origin,

the importance of a sense of self worth,

esteem is the root of a lot of things.

"I

talked about

think self-

If you don't

believe you are beautiful and you are worth something and

you are a human being who needs to be educated and deserves
it,

then you are not going to move.

happens in the school?"

What do you care what

The question here is how can a

predominately White school help children of color develop
self-esteem and self worth?
a

In what ways can educators in

predominately White school help all children to

understand and challenge racism and other forms of
oppression in order to establish deep self-esteem for all
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children?

Fred,

a teacher,

speaking about both Whites and

students of color, said:
I think it is important for kids to
understand
they are historically and culturally. And in who
America
I don t think you can do that without
coming square on
the issues of race and dealing with racism...
You've
go to help kids figure out their identities,
and as
Americans, that means dealing with issues of
racism
because it's seminal to American experience.

As Howard (1993) notes,

it is important

for White

children to come to terms with themselves, their
culture,
and their histories in honest and straight forward
ways
that provide a sense of pride but not superiority.

A number of teachers thought children would not be

able to accept others until they could accept themselves
(Comer and Poussaint,

1975).

Rebecca said,

"It's important

for kids to appreciate themselves and each other; most

hateful actions are done exclusively by kids who don't feel

worthy themselves."

Tom,

a teacher,

added,

"I

guess the

most important thing for me is kids feeling comfortable

with themselves.
themselves, then

If they don't feel comfortable
I

with

have the feeling that its more difficult

for them to deal with other people, and what other people

try to present to them."

sense of being included,

He goes on to talk about the
"I

think it starts with the school

getting a sense of who we are as

a group,

and the school

basically is an extended family, tied in with that is selfesteem.

"

Teachers and parents both emphasized that skills of

valuing and supporting are as important, if not more
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so,

than academic skills.

Tony,

a teacher,

talked about how

these skills sometimes took primacy over demands of
academics, which were also highly valued in the school:

We do a lot of historical things and discussion on all
issues, multicultural curricular things.
But to be
frank, I think much more important than that and much
deeper is the way they learn to treat each other--that
you don't pick on people and you don't treat people
unfairly and you don't judge people by their looks
or
their physical abilities. My hope is that those
values will always extend for them to anybody that
they meet

Curricular stuff is only valuable to the extent
that
it s really taken to heart.
You can have a Black
History Month and play the "I Have a Dream"
speech and
talk about issues like that with kids all the
time.
But if they are awful to each other on the
playground
and rotten to each other, and they are entering a
racist world, it's easy for racism to play into that
meanness and judgement. Hopefully, in this school,
the curricular stuff is a lot deeper than surface
things, but values often run much deeper than
curricular issues.
Here there is a recognition here of the limits of

intellectual understanding, and of the necessity of also

addressing emotional and social development to ensure that
children will truly be able to live with those who are
different than themselves.

A thorough,

in-depth curriculum

is an essential component for the development of those

skills.

However,

it may not be sufficient.

Teachers and parents wanted students to be able take
these social skills and get involved in the community in
some way.

Ellen,

a teacher,

said:

I guess that my conception of a multicultural school
in an ideal form would be a school where there was
lots of support for the community, and that you would
build a community base of climate and culture....
I
think of multiculturalism as learning to live and
appreciate and care about human beings, and I guess
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that's the way I view building a multicultural
community and being accepting and understanding
of
pe P ^?' S dlfferences an d supporting their
strengths
2
and the weaknesses.

Rosa echoed the importance of interacting with
the
community when she said, "It's an African proverb

that the

village takes care of the child.
everybody's problem.

everybody

I

think it should be

That everybody takes care of

.

Jeannie, a teacher, hoped her students would take
the

social skills they learned out beyond the school,

into the

community, and eventually beyond into the larger world:

A hope for my students would be that they start from
the base of a very safe and successful experience at
Roadtovm.
They learn about themselves and about the
diversity within our small classroom, then within our
small school, our town, and then they get the sense
that the world is a very big and very interesting
place full of a variety of interesting things, foods,
peoples, experiences, and places.
Lance,

a

parent and school committee member, hoped

that children's sense of family and community could

increase beyond the traditional definition of who's
included.

He said in reference to his daughter, a former

Roadtown student:
If you can expand the notion of who is in the group to
include all humanity... all those artificial kinds of
distinctions drop away.... That is really the sort of
attitude I would like to see fostered in the kids in

the Roadtown school
In order for children to be able to expand their sense
of "us" to include "them," it was felt they needed to learn

about other people and themselves in an authentic,

meaningful way.

The second concept that emerged from the

103

data was about learning about oneself and
learning from
others, not just studying them under a cold
microscope.
Learning About Self and From Others
1

"

'

Along with the qualities of self-esteem and
regard for
fellow schoolmates, people discussed their definition
of

multicultural education in terms of the curriculum.

Here

the focus was on students learning about themselves
and the

cultures from which they come, as well as learning about
other cultures from people, through interaction.

Based on research about how young children learn about
identity and racism, Derman-Sparks
say,

"In general...

children,

,

Higa,

and Sparks

it appears that in dealing

(1980)

with White

facilitating accurate knowledge about others and

anti-racist attitudes have priority"

(p.

4)

.

The emphasis

of people's comments was on "facilitating accurate

knowledge about others" by learning to understand what and
why people do what they dd and to be able to get along with
those who seem different.

There was little discussion,

however, about the institutional systems that make "getting
along" quite difficult sometimes.
Lydia,

a

parent with experience overseas, put it this

way
I would like to see multicultural education be an
openness about people from our town, a knowledge of
one's self and one's own family, and having a firm
sense of self as well as developing a sense of who
other people are, and that everybody has good reasons
for being who they are and what they do.

A number of people talked about the importance of

helping children understand our common humanity with others
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but also acknowledge differences and grasp what factors

contribute to the differences.

Lydia said,

"I

would like

our children to see people and the commonness among people
first,

and to feel the differences as something truly

interesting, and to learn from [them]

.

"

Will,

a parent and

staff member who grew up in Roadtown, echoed that and
went
on to say:

You would teach things about different cultures in
the
world. ...
I think deep down that everyone
is really
the same.
We are trying to live our lives, be happy,
make a living, enjoy our families.
It doesn't
where you are. You are going to have to get up matter
in the
morning.
You are going to have to eat.
You are going
to have to sleep again when it is all over.
It
doesn't matter where you come from, but the ways you
do that are so different.
No doubt it is important to recognize that humans

share many essential things in common but the questions
still remain:

How can teachers also help children make

sense of and address the tremendous discrepancies of wealth
and poverty?

How can we help them understand and change

forms of discrimination that offer some access to

institutional power while barring others?

There is a sense

of security in the above comments, as though differences

that exist in the world need not be a threat to one's

identity,

life,

or family.

Some people talked about wanting children to be

curious about difference as opposed to afraid of it.

Jeannie said,

"My sense is that there is so much beyond

what the scope of this particular community has to offer
that we really need to work at making children aware of
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that,

and helping them embrace it... that it's
not
something frightening and alien.
it's something exciting
and different and worth investigating."
Sometimes, in
fact,

differences can be exciting and sometimes there
are

verY re al reasons why they are frightening.
A number of people emphasized an attitude of
"learning

from people they perceived to be different from

themselves," as opposed to "studying."

m

Lance, who had been

the armed forces and lived overseas, talked about his

own experience in learning from others.
For me some of the greatest learning I've done has
been in conjunction with getting to know how other
people think. How people who are different from me
think and how they experience the world.
For me
that's been enormously positive.
It's not been a
matter of my becoming tolerant. It's a matter of my
having this joyous expansion of understanding.

Valerie, a parent and teacher, talked about the

importance of learning to listen non- judgmentally as one
gains knowledge from others.

She said part of

multicultural education is:
Understanding where other people are coming from,
being good listeners and really hearing somebody
else's viewpoint and understanding that there are
other viewpoints, that there's not a necessarily right
or wrong or good or bad, that each needs to be
accepted for what they are, and try to make sense of
it

There is a difference between those from the dominant

culture deciding to listen to others, and those not part of
the dominant culture who must listen to others in order to

understand the system and know how to survive within it.
As will be pointed out later on,
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students of color or

students who come from a culture different than
the
dominant one at Roadtown often have to learn

to be bi-

cultural at an early age (Tatum, 1987; Cross,
1979).
Comer
and Poussaint (1975, p. 19) say that, "the Black
child has
been forced to learn to live in two cultures--his
own

minority culture and the majority one."
In regards to coming into another culture,

Jane,

a

teacher recently returned from teaching in Asia, said,

"You

might be willing to learn from the other culture, not
to
just become one with it,
it.

so you can become not tortured by

You can become able to function well in another

culture, and at the same time you can be bi-cultural or
tri- or multicultural."
All the participants, no matter what their culture,

stressed the importance of acceptance and learning from
others

The recognition that we are all human is certainly

one of the mainstays of multicultural education.

However,

we do not all have the same access to resources, to

material power, jobs, housing, and justice.

One of the

critiques of "soft" multicultural education is that if we
only acknowledge and celebrate our similarities our very
real and painful differences will get dismissed,

particularly by those who are in more privileged positions
by virtue of race, class, gender, or other attribute.

Developing Critical Thinking Skills
In order to learn about other cultures in-depth and to

avoid superficial "tourist" education participants stated
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a

need for critical thinking skills.

This involves

developing a sense of inquiry, an ability
to look
critically at what is stated to be true, being
able to see
from a variety of viewpoints. Tom, a teacher,
said he

values children:

being able to critically understand what they
aeemg, and to draw questions, ask questions, are
try to
understand what's happening from more than one
point
of view.
A lot of those things which we deal with
in
a classroom are through readings, through
group
discussions, through incidents that happen between
each other. Realizing that definitely there are
a lot
different points of views.
Some discussed the importance of being able to look
at

literature and other texts and being able to detect
stereotypes.

Tawna, a teacher's aide said,

"I

would

consider that a part of multicultural education is really

making kids aware of the stereotypes that exist about men
and women and trying to break that down.

I

feel that

multicultural education should really look at the media."
Others talked about the need to include the stories of

peoples who have traditionally been left out of the history
books.

One staff member comments,

"I

think that you have

to make sure that in your history classes and in your

social studies classes you hit at issues of segregation and
civil rights and slavery, and not just in relation to the

history of Black people in this country."

She echoes a

concern of Sleeter's (1994) that Whites examine their role
in these historical events as well, painful as it may be.

Fred talked about the historical reasons behind the

need for multicultural education.
108

He said,

"

Mult i cult ural ism

I

see as... saying that those groups
that

have been excluded historically, people of
color in
particular, and of course other groups are also
part of the
fabric here....
The issues that have been neglected are
ones that have to be attended to."
Participants expressed
the need to look honestly at whose history has
been
written, whose has not, and how to learn from those
with
oral traditions whose histories may be harder to
locate.

Many teachers and parents stressed the necessity
of

developing critical thinking skills both within the

curriculum and in the social sphere.
her son,

"I

One parent said about

would encourage him to think for himself.

Make

good decisions for himself and not to do the fad or
the thing that everyone's doing and to make choices about

people based on who they are and not by other kinds of
things."

There was a strong consensus that children need

to learn to think for themselves.

Addressing Issues of Bias
This topic is composed of comments that related to the

significance of race, class, gender, religion, and ability
(among others)

.

Many, but not all, people built upon the

idea of learning about different cultures.

They went on to

include learning about racism and other forms of bias.
Some perceived bias to be

a

more personal problem, while

others saw bias as having cultural and institutional

manifestations.

A few took Sleeter and Grant's (1987)

Social Reconstructionist approach and thought that
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multicultural education is especially about addressing
social inequities in all aspects of schooling.
race was most significant,

for others class,

For some,

deafness,

or

sexual orientation were more important.

Fred said the most important thing to him "is
teaching
about racism most primarily.
it.

I

think that is the heart of

His belief that race is an issue with which
Whites

need to deal is emphatically supported by Sleeter
(1994)

when she states that "racism is the main problem

undergirding multicultural education."

She states along

with Gary Howard (1993) that Whites often avoid the issue
by talking about cultural differences or stressing the

other forms of oppression that exist in the United States.

Differences around the significance and role of race and
how to handle racially related issues seemed to be
pivotal point for Roadtown this particular year.

a

key

Fred

describes the difficulty of the issue.
Even with well intentioned people who are sensitive
and thoughtful and committed to this, there's a
certain reluctance to admit that we haven't already
been paying enough attention and been sensitive and
thoughtful enough, that maybe there are things
happening here beyond what we thought
And that we
need to face more directly.
.

Jack,

the principal, admitted how important it is to

work with issues of race and group identity and how
difficult it can be for the school to address these issues:
I think that's very indicative of our culture in that
issues of race and identity are really sensitive ones,
and difficult ones, and hard.
I think that these are
things that often get people on edge emotionally and
probably multicultural education is just another
example of that
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Peter,

a parent of

mixed ethnic heritage from

a

working class family, pointed to class differences being
the most significant differences in society.

He said:

You have ethnics of all kinds that have a very, very
small piece of the pie available to them.
We are not
focusing on the real problem, which is the
concentration of wealth in the society and globally
between countries. That's the real issue.
Overconsumption by the few who run the whole show and
don t want it to change as long as they are in power.
For Peter the focus on racial issues is missing
the

point. He feels that more attention should
be put into

challenging a power structure that is structured by
and for
the wealthy.
Tony has a different point of view based on his

beginning experience with deaf culture.
To me sign [American Sign Language] has been a really
big part of multicultural issues for these kids,
because I so often think multicultural issues, you
think of skin color.
That's the first thing you think
of.
Deaf culture is more different than hearing
culture than Black is from White culture. Deaf
culture is more different from hearing culture than
almost any ethnic cultural difference you find.
In Tony's experience deaf culture is a world unto

itself whose members do not necessarily wish to be

integrated or absorbed in any way into hearing culture.

He

talked about discrimination and oppression that the deaf
have experienced in the past century and about

a

more

militant sector who are asserting the right of deaf culture
to be autonomous

Jewel, a heterosexual parent,

talked about the civil

rights of gays and lesbians and asserted that this issue

may yet be the "hardest nut to crack."
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For some, multicultural education
includes all of the
above.
Martha, a teacher, said, "I used to think
that

multicultural education was ethnic education...
but now
see culture more broadly
it includes things

I

such as

class,

sexual orientation, learning disabilities."

Some

participants focused more on injustice to individuals,
while others spoke of the need to address injustice

experienced by whole social groups
Learning Through Contact
A risk of conflict is involved in dealing with racism
<

other form of oppression or bias

~ >I -

listen,

.

Learning to

to understand and to accept others,

said than done.

is more easily

Many people pointed out that one can not

learn these skills abstractly.

They must be learned by

being in contact with those who are perceived to be
different, where one is able to test, practice, and
improve.

When asked their definition of multicultural

education many people immediately referred to contact

between children of different racial and cultural
backgrounds, even if they also defined the term more
broadly. Rena, an aide who also teaches in a more diverse
town,

said:

My feelings about multicultural education is that kids
need to feel comfortable in the world that they live
in....
I think an understanding is difficult for kids
who don't experience it....
I think one of the ways
to learn anything is to... walk through it, do it,
talk it out.
Kids don't have that opportunity as much
as I feel they should.

112

Lance felt similarly.

He talked about the benefits

of multicultural content in the curriculum
but he also

talked about the limitations and the need to really
rub
shoulders with people who are different, to learn
to work
through some of the difficulties that inevitably
come up as
well.

He said:
I think what makes understanding
diversity work is
being in it... is really having to reckon with people
who are different from you.
I think there are few
kids who are very different in the school right now.
So I think we are really caught until we have a more
diverse student body
At the same time if you just
present diversity in the abstract to kids, I don't
think it takes.
It's kind of fun for them if you just
have books and videos, you celebrate Kwanzaa, stuff
like that.
I don't think we should not do that.
But
I think we have to be realistic about what we
can
accomplish with families and children.

Lance went on to talk about how being with people who
are different is not always easy.

It takes a willingness

to engage in dialogue and to seriously reflect upon one's

interactions.

He said:

I speak really from personal experience.
What's had
meaning for me is really being with people who were
different from me, and having to sometimes figure it
out.
Sometimes it's not easy.
Sometimes you really
have to get in there, wade in there and then go away
and think about it.
I'm not sure how deep the other
stuff goes.
But I think we ought to do it anyway,
because doing something is better than doing nothing.

The school can be a place to "wade in there" to some

degree.

Trevor stressed the need for the school to be

a

trial ground on which students can learn to work with

differences in positive ways.

He said,

which we don't use the school as

a

"The degree to

laboratory or as an

opportunity at the earliest age to help kids work through
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that classic fight or flight syndrome in
relationship to

difference
analysis."

[is]

to their ultimate detriment in the final

As the school pays close attention to the
ways

that children of different races within the school
interact

and takes every opportunity to help them learn
about and

from one another, it is better equipping them for
the

present and the future.
Parents, particularly,

spoke about how important

living and working with diverse people was in developing
sense of self and the skills needed to communicate.
a parent,

a

Mark,

spoke about truly coming to understand his own

values and culture by going overseas to a very different
culture not based on a Judeo-Christian ethic:
Every time I go back to Asia, I see it again.
I
realized that there are values that I cherish and hold
very close that come from somewhere.
I realized that
they really are tied in strongly with that heritage.
I think that's the kind of thing that it's hard with
education in a fairly insulated society for kids or
adults to realize....
I learned more about values and
my own values in that experience than I ever could
with any number of value clarification exercises.
I
can't believe that I could come to that same
understanding through discussions and reading.
He spoke about the need for children to have

substantive contact with other cultures in order to

understand their own culture,

"and somehow bringing one's

own assumptions into question.

Not to say challenging them

directly, but somehow providing experiences and

interactions that will at least [help one] realize that
these things are not just the way life is, but that this is
part of your culture."
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As Joan and Linda said above,

there is much diversity

that already exists within the community
which could

provide opportunities for learning about
differences.
Pamela,

a parent,

said:

One of the values that I feel is really central
is
teaching respect for other people.
Someone overheard
someone talking about the Diversity Committee, and
this person had said, "that's a joke.
Basically
saying, "how can we teach about diversity in
Roadtown
because it's so homogeneous?" I'm not sure that it
is
so homogeneous.
We assume that it's homogenous
because a lot of people look alike.
11

Pamela has run into the assumption that multicultural
or diversity education is only relevant in racially mixed

communities.

She challenges that assumption,

knowing that

within their community there are many opportunities for
students

(and parents)

to learn the skills necessary for

living with people with very different values and

backgrounds.

Tony talked about the necessity of working

with the present population:
I do feel like if I were teaching in Cambridge,
multicultural issues would be entirely different.
I
would be dealing with the actual cultural struggles of
kids in the classroom, and how to make them accept
those different ethnic cultures.
I think you just
deal with what you've got as a population, how to make
those kids be inclusive.

Tony referred to cultural struggles and difficulties
in getting children to accept those differences in classes

in a far away city.

In Roadtown there may not be obvious

struggles around culture but there may be conflicts around

differences in class background, home life, gender, or
physical ability.

The point,

in any case,

include and prepare all children.
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is how to

Standing Up for Justice
Participants felt that children needed to acquire the
ability to stand up for justice in the course of social

interactions between students.
a

Paula,

a

White parent with

Black partner, stressed the need to learn about the

injustice in the world:
A basic thing I want my kids to be conscious of is the
reality of the way races are treated in this country
and around the world. The fact that there is
injustice.
The fact that there is unfair treatment of
people because of the color of their skin.... Even
though I live in a pretty White culture here, we talk
about what goes on.
So my interest is to expand their
knowledge of the reality of injustice.

Trevor agreed with the above and felt that besides

learning about other cultures, children also need to

develop a sense of moral justice in relationship to those
cultures.

"It is not enough to develop an awareness of

other cultures and to work on your attitude towards them,
but one has to also develop a sense of moral involvement

with the issues."
Part and parcel of being inclusive meant the

responsibility to stand up when acceptance, inclusion, and
respect was not extended to others.

He goes on to say,

"There may be another level as well, which is an attitude
that says it's important... to recognize injustice and to
be able to distinguish what your behavior ought to be in
that kind of situation, and even to speak to issues of

injustice

.
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Jack,

the principal, talked about offering children

models of others who have been change agents and dealt with
difficult issues.

He said:

We should help them to know and to understand that
injustice exists and examples of it, and we should
also give them access to good strong models of people
who have taken up that challenge, and let them draw
their own conclusions, because I think they will draw
the right conclusions, and they might not now.
They
might not for many years. But I think it will be
significant to them.

Once again there is the realization that learning
to
stand up for justice and learning to recognize and
counter
bias,

do not happen in one fell swoop, but take time,

patience, and some degree of faith.

Integrating Throughout the Curriculum
In her seven characteristics of multicultural

education Nieto (1992) includes many of the aspects

discussed above such as the need for critical thinking and
critical pedagogy, and the need to work for social justice.
She also points out two other aspects of multicultural

education: it ought to be pervasive throughout the

curriculum as well as in the school's policies and
practices, and it is an ongoing process with no end point.
The next two sections will address these two components.
The ideas of integration and pervasiveness also came
up in quite a few interviews as part of a definition.

There was a sense that multicultural education is or should
be part of all aspects of schooling which includes life on
the bus,

in the classroom,

on the playground,

in the

lunchroom, at all school events, parent meetings, community
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outreach, curriculum,

instruction-all aspects of education

ought to be informed with

a

multicultural consciousness.

Tony said:
I guess it's just my own
personal desire to have
multicultural focus not just be curriculum based our
and
have it be more of a focus... on how we all
interact
with each other and treat each other and no
matter
whether it's a cultural thing or not to help kids
find
ways to resolve things with each other and be
kinder
to each other.

Tawna agreed and talked about the dangers of

separating multicultural education out:
think that multicultural education really has to be
integrated throughout the curriculum.
I don't believe
setting it up as a separate entity.
You know, this
is a day when we are going to talk about the people
of
such and such, and this is a day when we are going to
talk about the art work of this group, because I think
that if you hold it up as something separate, then
when you talk about Black inventors and when you talk
about Chinese artists then they start to look like
oddities and curiosities.
I

m

_

Rebecca felt that the term "multicultural education"
had been used in a vacuum, causing a disconnection with
ongoing, day-to-day teaching.

She went on to say,

"I

don't

really think of it [multicultural education] as separate
from my whole philosophy on how to help kids thrive and.

.

appreciate themselves and each other."
Fred agreed and felt annoyed that multicultural

education is not always part of every day teaching and an
integral part of any curriculum.

He said:

like to think what I'm interested in as a teacher
incorporates multicultural education. The phrase
itself tends to be kind of an irritant....
It makes
me mad because as a society and as a people that's
what we need to be about without having it labeled and
abstracted from peoples' general kinds of practice.
So I hope that multicultural education is always
I
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evident in my classroom and that it's something
that's
actualized in my teaching.

Fred does not disagree with the ideas behind

multicultural education, but feels that by having
a term
for those ideas we are taking them out when,
in
fact,

they

need to be so integrally woven within the curriculum
that
they are not easily extractable. Jack spoke to
the need
for what is being called multicultural education
and

to his

hopes for a better society:
The mere fact that we have to devote ourselves in
some
kind of a deliberate way to a thing that we call
"mult iculturalism" is really a symptom of the fact
that we haven't reached the state that we want to
reach.
That we have a name for creating a kind of
vision that doesn't exist for us yet, and we are kind
of groping around for some sort of consensus about
what that is and should be. ...
I hope that some day
we cease having to talk about multicultural education,
but that we in fact are living in a world that has
somehow transcended that... that we are not unwilling
to recognize differences in color or in ethnicity or
any other things that we separate ourselves by, but
that those things just become descriptive factors and
we don't have any other baggage attached to them.

Jack talked about looking forward to a day when the
term "multicultural education" would be obsolete because
race and ethnicity were no longer linked to institutional

power
Trevor had a similar vision.

He hopes for:

an environment in which there is positive attention to
personal growth and to people not only celebrating in
a sense and valuing their difference, but more
importantly recognizing their commonality and being
able to grow from that. To learn as a result how to
deal with conflict, how to deal with contrasting
views, how to work through issues, how to draw the
uniqueness out of each cultural perspective, look at
and learn from different approaches, cultural and
ethnic approaches to problems, all kinds of richness
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that gets layered on as a result of
having a y
positive
e
view of humankind.

The sticking point was that not everyone
felt that

multicultural education or

multicultural perspective was

a

sufficiently integrated into the school's practices.

Some

people whose children had experienced racially
related
harassment felt that the job was not being done
adequately.
They felt that the school did need to take some
separate
time,

to make a special effort to look closely at what
ways

they did define and integrate multicultural education

throughout the school

Going Through the Process of Change
Nieto's other component on process also appeared in
the course of the interviews.

Comments included here

pertain to people's definition of multicultural education
in terms of process and change.

There was a sense of

urgency and a desire to actively discuss issues of race and
other forms of bias with children, staff and parents in

preventative way.

a

Some spoke emphatically about how

multicultural education must be organic, and connected to
what is already going on.

One person's organic development

was too slow and subtle for another person.

Those who

voiced the sense of urgency were people who were relatively
new to the school and had recent multicultural experiences
elsewhere, those who had lived in Third World cultures, or

those who were in some way related to people of color.
On the other hand, there was also a feeling that if
the result of reacting to urgency was enforced
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multicultural education, that might not work
well either.
Trevor, a parent who felt strongly that
racism should
be

addressed,

felt the impetus needed to come from
the

school's desire to address it, not because it
"ought" to be
done.
He said "I don't think it is something
you can
legislate, otherwise it gets to be very difficult.

...

it

creates more reactionary stuff by saying you ought
to do
this than helping people working through the issues."

Tom brought up the point that often

a

true

multicultural program will bring out different values and
that they may well be conflicting ones.
I think sometimes when people say we are
going to
do a multicultural study, sometimes it alienates
and works opposite to what people are hoping.
I think some people feel that they are being
forced, or being made to learn more about someone
that they don't want to learn about.
At times
making people feel that those values are trying
to be presented to them so that they are going to
change their values, or that they should accept
them, even though they may have personal or
religious beliefs that are contrary to that.

Tom may be referring to the clashing of values and
agendas going on across the country in schools that are

debating such topics as prayer in school, education about
gay and lesbian lifestyles, and ethnic studies.

Once

again, accepting other people is not always so easy.
Jane, having lived in other countries,

acknowledged

this quality of struggle and discomfort are often inherent
in the coming together of different cultures.

She said,

think that there is a lot of discomfort involved in truly

121

"I

being multicultural, but the term doesn't indicate
that
discomfort
.

A few other people who have had experiences in

conflicted cross-cultural situations spoke of the
need to
have a mechanism for managing conflicts, and to
realize
that these conflicts are also part of the process
of

becoming a multicultural school, if not society and
world.
A parent articulated it in this way:
I believe that the core group, or the
groups of
people, need always have the ability to sit down and
to work through whatever it is that causes the
division and to recognize in a larger vision that they
are together.
But we bump along.
We bump into each
other occasionally when we are trying to do this work.
Having the ability to work through it is critical.
Again visionary leadership is that approach to problem
solving that becomes inclusive.
It becomes airing
things out on top of the table in a way that in itself
becomes a microcosm of what we are trying to create in
the school

Peter,

a parent,

talked about how incidents around

differences in values and conflicts might be opportunities
to learn.

He said,

"And maybe one way of dealing with

conflicts is to be ready and able to take those kinds of

experiences when they happen and make them into learning
strategies and to really deal with them openly."
For some, the process of change and the ability to

tolerate change, to live and work with change was the

definition of multicultural education in and of itself.
Margie, a teacher and parent, commented how cultures and

identities are always shifting and that the key skill is to
be able to deftly make those shifts.

She defined

multicultural education as that which would help children
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move in and out of these identities, and that would
teach
fluidity and the ability to cope with change.
My ideas of multicultural... are not defined just
by race or culture.... Cultures are things that
occur within cultures, within countries, within
cities, within small towns....
Cultures
constantly are changing. ...
I think the thing I
would want most in a multicultural environment is
just a comfortableness with the things that
change

Multicultural education is process, ongoing and
changing.

People react to one another and to circumstances

doing their best to hold on to
change) as they go.

a set of

values (subject to

Conflict is an inherent and

potentially healthy part of the process.
Summary
At the Roadtown School, multicultural education means

learning to accept oneself and others, and being able to
stand up when injustice is done.

It means

understanding

the culture from which one comes as well as being able and

interested in learning from others about their cultures.
These understandings of multicultural education suggest the

need to be able to learn by experience how to get along

with those initially perceived to be different, and to be
able to handle conflicts that arise in the process of that
contact.

There is a feeling that multicultural education

needs to be integrated into all aspects of school.

There

is a shared interest in serving the needs of each

individual child.

For some, multicultural education means

learning that there is and has been racism, bias, and

oppression in the larger world and learning to identify it
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and work with it in one's local world.

These ideas were

not necessarily shared equally, nor given
the same weight

by all those interviewed; nor were they all
articulated in
the school's vision statement, but they do
represent

threads that emerged throughout the study.
Section II: Successes
This section represents the themes arising from
the
question,

"What kinds of things do you think Roadtown is

already doing that could be considered successful

multicultural education?"

The responses fall into the

following categories: History, Inclusion, Students'
Treatment of Each Other, Curriculum, Approach to Student
Evaluation, Motivation and Openness of Staff,

Parental and

Community Involvement
History

Roadtown has been involved with multicultural

education for years.

Ellen,

a teacher,

said,

think that

"I

the community- and culture-building of the school started a
long,

long time ago.

I've been here 23 years and

I

think

that there was a real vision of that from a few core people
at the very beginning."

Teachers said they have been actively working to teach
about other cultures, to have exchanges and penpals, and to

make sure to include and involve all students.

Teachers

cited past units on Japan, China, Africa, Puerto Rico, the
civil rights movement, the Underground Railroad, and

immigration and students' own backgrounds.
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They described

exchanges with bilingual classes in two nearby
cities and
talked about their extensive commitment to
inclusion of
special education students into regular classes.
One teacher who has been with the school for
many

years commented on the commitment the school has had
over
the years to help children reach their potential.
She
talked about how the curriculum became increasingly

integrated and based in children's literature:
We believe that all children should be supported to
learn to their maximum ability, and that they are
valued members, and I think that we worked toward that
gradually.
It didn't all come.
Our curriculum has
gotten richer and richer. We've developed our
integrated curriculum in terms of using lots of
literature.
For years we haven't used a basal reader
in this school.
We got very concerned about what we
were seeing in basal readers... some of the
stereotyping that was occurring.... And we continue
to grow and learn more and think more in terms of
that.
The way that we select units. We've done
integrated units of studies for 10, 15 years.

The teachers who have been at the school for at least

seven years felt that the school had been doing much in
terms of teaching children to accept themselves and others,

and to strive to learn from and understand others.

In

terms of issues of bias, two teachers mentioned that there

were many fewer racial slurs in school now, and they
thought this was due to an influx of middle class, educated

parents in the last five or so years.

The teachers did not

discuss in what ways the school had handled those issues

previously
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Inclusion

Roadtown places

a

very high value on children feeling

appreciated and included.

This theme also arose when

people talked about what they thought the school
was doing
successfully. Many parents and staff felt that
children
were treated with respect and their individual
strengths
and weaknesses taken into account

There were two parents

.

of color who did not feel that their children were
as

welcomed as they would liked.

I

will discuss their

concerns in the section about barriers and challenges.
In the course of asking people what they thought

Roadtown was doing well, many expressed a deep love for the
school,

a sense of its uniqueness,

and specialness.

Both

parents and teachers commented that this was the best
school they had ever taught in or had children in.

In

interviews both formal and informal, people expressed

emotional involvement that went beyond a purely

professional stance.
The general feeling was that the needs of children

come first.

There was an appreciation of both a sense of

community and a sense of attention to each individual
child's needs.

Much of this feeling is due to the way

Roadtown has been mainstreaming special education students.
Roadtown has been practicing a model of inclusion for
special education students for 15 years.

developed out of the initiative of

a

teacher who had been a

regular classroom teacher who then got
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The program

a

degree in special

education.

Once back in the school she found that
when she
pulled students out of class they missed both
curriculum
and social interaction with other students.
She also
realized that she, personally, was missing being
part of
the life of a whole classroom.
Ellen said, "Then I thought
to myself, but I don't want to leave my classroom.
The

parents of these children, who were about in third
grade
then,

felt that the children were being pulled [out]
more

and more.

They talked about that with us, and we started

thinking about how we might change that."

With the help of

an innovative principal, another teacher was hired and she

soon was team-teaching, which pleased both staff and

parents and seemed to work well for the students for the
most part.
Time and again teachers and parents commented on the

powerful way in which students are included, the emphasis
on acceptance of one another, the importance of celebrating

and making the most of each student's strengths, and the

need to acknowledge and address each student's weaknesses.

Rebecca commented:
There are certain kinds of things that they [students]
can do that aren't always recognized or seen in
schools that happens here....
I don't think anyone
looks at anyone and thinks they are dumb in these
classes.
There are kids who, in another school, would
be in a resource room all day long.
They just see
that everyone is different.
Everyone has their own
style of doing things.
There is a sense that mainstreaming is good not just
for the special education students, but for the other

students as well because there is
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a

higher student to staff

ratio, more attention, more awareness of individual

strengths and weaknesses, and more appreciation for
what
each child brings.
Peter, a parent, said:
I don't think there is a better school
that we could
be in, both in terms of the kinds of relationships
that exist between the teachers and the kids and
amonq
the kids themselves.
And while we have not
experienced a great deal of diversity in real numbers
the school, we've had a different kind of
diversity
that I think is part of it too.
I think we have
integrated our special needs kids into our system as
well as anybody.
That's all part of it.

m

Valerie, a staff member and parent commented:
I think even in terms of how they learn,
I see that
more here than in other places that I've worked in.
Children are accepted as just who they are even in
terms of their learning. With the mainstreaming, it's
a very natural process for people to be in different
places at different times and even the fact that we
use whole language and don't use programs that are
sequentially based, children are all doing different
things at different times so there's not an avenue for
a child to look different or to be looked down upon
because they are in a different place.... Here more
than any place I've been able to work in... they all
feel really good about where they are and what they
are doing.

Some special education students have obvious physical

disabilities; there is one biracial student, Carol, with

cerebral palsy who has been in the school since preschool.
Lane,

Carol's White mother, commented,

"Knowing that

this is still a basically White school system,

I

really

appreciate the school support of her, whoever she is and
what she wants to do and who she wants to be, and really

encouraging her strengths and self esteem.

"

Lane comments

that at that time Carol was not able to walk on her own as
she is now.

The long-term benefits are apparent in how

integrated Carol is into the school culture and how much
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others learn from her.

She has written her own

autobiography and can stand up for herself in the face of
infrequent taunts.

She has accompanied her mother to the

Massachusetts State House to participate in lobbying.

Both

teachers and parents talked about her being a teacher, in
a

positive sense, for themselves and to their children just
by being who she is.

Her mother had these words to say

about the school
I think Roadtown school is
pretty rare.
because
there is such an active movement for respect for
each
individual's potential. Not only the potential, but
for being the most of who they are.
They really work
on empowering each kid and the whole family....
Whenever the school has done anything about
differences around disabilities and stuff like that,
they've always asked her how she wants to deal with
it.
Whether or not she wants to be a center of it, or
as it just sort of happens.
.

.

Lane felt that the teachers are careful not to put

Carol on the spot and yet they also recognize that she has
a

contribution to make.

The values of acceptance and

inclusion permeate the school and also affect the way
students are taught to treat each other. Carol's mother
said this about a situation with some fifth grade girls:
One of the greatest things happened this year with
Carol being in fifth grade. This is the age where
girls are really catty.
I mean really nasty.
Everyone of the girls has not only been the victim of,
but the instigator of, really nasty, very painful
stuff.
Then the teacher and school psychologist got
together and did Wednesday luncheons with the girls to
deal with them about respect and tolerance and about
what being a friend is....
It was for a time and it
really made a difference.
I felt what a great idea.
In fact when I go to other schools when kids are
having social issues, I've recommended this program to
follow through with because it's simple but powerful.
So again, it's just another example of the school
taking it upon themselves to deal socially.
Preparing

our kids to be open minded and tolerant
and
respectful, is what it's all about across
all those
differences.

Carol's mother felt that the school has
provided an
emotionally and physically safe place in which her
child
can grow and learn.
The quality of safety was of great
concern to others as well. Margie, a teacher/parent

talked about the affection and the forms of instruction
that contributed to the school feeling like a safe
place:

This is a huggy bunch.
I mean all the adults hug each
other.
The kids hug kids.
The kids hug teachers.
It s a really wonderful thing.
Hugs are really
healing things. Cooperative learning is really
important.
And maybe just the bottom line that
everyone in this community needs to feel safe
physically and emotionally, and that that is something
that is absolutely sacrosanct. Whether you finish
your homework or not is not as important as whether
you are kind, loving, supportive.

Interviews and observations revealed tremendous work
on social skills.

In their social and academic work

teachers strive to have children value one another and

become practiced in helping one another uphold community
standards of fair treatment, to stand up for self and for
others
As people have pointed out,

diverse racially but there are
families who live in Roadtown.

a

the school is not very

variety of kinds of
A parent in a same-sex

household with two adopted children in the school expressed
appreciation for the two teachers with whom her children
studied.

The parent praised the teachers for their care,

openness, and concern for the children's particular needs.

Both teachers felt very comfortable with the parents.
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One

teacher was concerned about putting her student
on the spot
if she should start talking about same-sex
families;
the

other questioned herself about her own fears and
discomfort
with sharing the topic with the other children.
in

attending school events these parents are involved and
appear to be comfortable and integrated into the school

community even though they have only recently moved to
the
area
One staff person commented on the increasingly

different socio-economic levels in the school

.

He said

these differences were much more apparent now than they had

recently been.

Valerie talked about how she saw students

from poorer families being cared for:

I'm thinking of kids at school that have a very
difficult home life.
It makes a very different
appearance at school. They come to school without
shoes or without having had breakfast and they are
hungry and the other kids can't quite figure all that
out.
It makes them different to other children only
in that they might not understand exactly why they do
the things that they do.
Those children are still
accepted because kids are kids and a lot of times they
don't even care if somebody else comes to school
without their shoes.

When

I

asked if the staff at Roadtown were able to

help those kids feel included she replied:
Oh definitely, definitely, more than any other place
I've ever worked.
I don't know if it's because it's a
smaller school than I've worked in before, but I think
the staff is extremely caring about that.
There's
always the extra lunch tickets in their desk drawer
for the kids that continually forget.
I think for
those kinds of kids, teachers are in contact with
parents a great deal and really strive to have ongoing
relationships so that they can help smooth things out
between the connection between home and school.
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For the most part, many parents felt a
real openness
and care for their children no matter what
the background.
Peter commented:
I walk into that school sometimes
and the teachers
have smiles on their faces. They are hugging
the
kids.
^d they will come up to you and they mean
it.
They 11 say "I love your kids." And they do.
They
really care about the kids. And the kids care
each other too. The bullies get made fun of in about
a
sense.
They work it out, but they have respect for
each other, and I think they feel safe coming to
their
school and that's very important, particularly if
we
become more and more diverse.
I want all the kids to
walk into that school and feel safe, that they are
among friends and people who care about them.

Students' Treatment of Each Other

Participants discussed the ways that students stood up
for each other when they felt another student was being

abusive or disrespectful.

A parent commented,

"I

think

they treat each other with respect, and listen to each
other.
other,

I

think even though they are not similar to each

that they are learning from each other and

developing an understanding of each other and who they are.
When someone gets hurt, people are there standing up for
the person who seems to be more victimized based on the

number of bruises and stuff."

Peter said:

The thing that I see as being above and beyond the
integration of all our kids into the mainstream
education program that we have... is the emphasis that
is placed on interaction between kids in different
grades and classrooms and the kinds of nurturing
behavior that's encouraged between the older kids and
the younger kids.
To me that goes a long way in
equalizing opportunities for kids and giving them a
fair sense of justice.
I've seen, many times, older
kids stand up for little kids.
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Jack,

the principal, talked about a child with
special

needs who was very sensitive to others and was
able to
teach newcomers the social norms and rules. He
said:

The thing that was so wonderful about her was
that
sense of acceptance and how she viewed her
role within the school as a student. When a new
kid
would come into the class and say something hostile
nasty to another kid, she would take the kid aside or
and
Just sort of say, "We don't do that here; we don't
talk to people like that here."

There were other times that teachers or parents noted
incidents where students helped create this feeling of

safety by interrupting other students' put downs.

There

also were a number of examples where students would talk
about how best to support a particular member of the class

who was having a difficult time with behavior.

Tony said

this in regard to a new student:

They mostly were cautioning me about how explosive he
was.
I said,
"Well you know him better than I do.
If
he is explosive, how could we defuse that?"
And we
came up with all kinds of suggestions.... Well, you
could give him a little physical space, if he is
looking like he is antsy.
If he is trying to pick a
fight, you could back away or try to defuse that
energy.
If he is saying something to provoke, rather
than get your own temper flared, you could realize
that it's hard and try to not get invested in it.
Come to a teacher and say, "I'm worried about this."
You could think of things to say that might make him
change gears of where he is.

Another teacher in the primary grades also related a
story about the ways in which her class talked together
about to best help one particular child who was having

trouble socializing.

Trevor talked about an incident which had happened to
his son during which a fellow student found the courage to
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speak up after the incident and then go to the principal's

office to follow through.

He said:

Another kid heard this [the insult] and wouldn't stand
for it and raised his hand, and commented to the
teacher that this other kid had said something really
negative to Darius and that he thought it was wrong
and he wanted to tell her about it.
She basically
asked him in class to say what it was and he did. He
stood up. When I think she asked the young man if
he'd said that, and he said yes. All three of them
went to see the principal. This kid still
understanding and being real clear about where he
stood on the issue. That's what I mean by standing
up....
The kid who opposed it went through the whole
process so it wasn't just like he cut out when it got
tough
All this discussion was conducted in the spirit of

students helping each other out in

tight spot, knowing

a

that each of them could be there too at some time, helping

each other develop their strengths and work with their

weaknesses.

Rebecca commented,

"What

I

like about this

school is that... kids really enjoy and appreciate each
other.

We spend this year together in this community and

kids start developing a sense of what each person has to

offer."

Teachers talked about how substitutes and visitors

also commented on the decent way that children at Roadtown

treated each other.
Curriculum

Throughout the school there is

a

commitment to

learning by working on themes that often result in some

kind of a product, whether it be

a

book by sixth graders

for the younger grades on a particular topic or a mystery

poster guessed at by the whole school,

a play,

a

mural

about the bus boycott in Montgomery, or a research project
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about radon in houses in the community.

At just about

every grade level there was evidence of and discussion
about the interdisciplinary, in-depth approach to

curriculum.

A number of parents commented on how pleased

they were with the project learning approach,

feeling that

students practiced critical thinking skills and gained an

appreciation of the complexity of subject and their
connection to the students

'

own lives.

The music teacher taught songs from a variety
of

cultures.

A variety of languages, including Spanish,

Bengali, Japanese, Russian, and American Sign Language,

were heard and seen utilized in the course of instruction
in an informal manner.

Parents also organized an after-

school Spanish language class that was attended by a small

group of children throughout the spring.
Basal readers are not used.

Beth,

the librarian had

taken the mandate to buy more books reflecting different

cultures seriously.

She attended a children's literature

conference with a strong multicultural perspective,

reviewed and bought books, and solicited ideas and
suggestions from staff for further purchases.

Teachers

selected a wide variety of books for both read-alouds and
to be available for students in their individualized

reading programs
The reading program is based on literature about and

from a variety of cultures and backgrounds as well as on

children's writing.

Students learn to critique their own
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and their classmates' writing in very
specific terms, they
are able to recognize each other's styles
and to appreciate
the uniqueness of each voice.
Periodically there are
author's circles during which time students
will read their
work to other students in different grades or
to parents.
Teachers talked of equipping students to assess
their own
strengths and weaknesses and to help others work
with

theirs
Tony talked about developing peer- group - held
standards:

"There is a whole-class standard of quality.

Kids are pushing each other to do their best.

whole class pride, not just individual pride."

There's
He writes

in an article:

There is a vital connection between standards and
self-esteem. Many of the students who are
characterized as having low standards for their work
are students with low self-esteem. We try to build
the self-esteem of such student through support and
coaching, but as teachers our power is limited: much
of their self-esteem is governed by their perception
of how peers view them, not what the teacher thinks.
If embracing higher standards for work would increase
peer approval and acceptance, this represents a much
more powerful motivation for many students than
teacher approval.
Tony observed that his students could not have done
this as successfully if they had not also experienced

similar practices in the younger grades.

Teachers

throughout the school valued the development of peer review
skills

Math is taught using manipulatives
approaches.

,

and creative

For instance, Jane used the Bengali language

as she taught,

catching student interests.
136

Teachers used a

problem-solving approach in which there were no
wrong ways
of looking at a problem, only a variety
of perspectives and
thought processes. At one point the principal
talked with
admiration of one teacher's ability to make
everyone in the
group feel valued in the course of playing group
math
games.

Ellen spoke of a former Roadtown special
education

student who said how helpful Roadtown had been in
math and
how difficult it was now when teachers did not recognize
that there are many different approaches to problem

solving

Observations proved and interviews attested to the

variety and extent of ways in which all the teachers in the
school were integrating multicultural content with

innovative instructional methods into the curriculum.
Parents were very appreciative of their children learning
about things they themselves had never learned and strongly

supported the kinds of skills that were developed in the
process.

Will commented:

I really think it is the critical thinking skills that
people work hardest on that has a big effect on
Roadtown kids.
I think a lot of schools work on the
mechanics of the basics of education... trying to get
kids to read, write, do their figuring.
But I think
the whole assessment of a situation, that's the
critical thinking, just looking at it and thinking:
What does it mean? That's what I think the Roadtown
people do very well.

Depending on the teacher, the curriculum content
itself included an in-depth focus on a variety of cultures,

and an awareness of race and gender issues.

This

particular year the first and second grades spent time
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looking at the Civil Rights movement during
February
through various books like Follow the Drinking
Gourd and
A unt Harriet's Underg round Railroad in the Sky
One second
grade, in their study of the "Olden Days,"
included stories
in which girls were the protagonists
and a story, Wagon
.

.

Wheels

,

about a Black family moving West before the
Civil

War
The third/fourth mixed grades had all spent the
fall

learning from and about Native Americans using
literature,
art,

and storytelling.

One teacher had initiated a penpal

relationship with students on
Arizona.

a

Navajo reservation in

Her curriculum then modulated from Native

Americans to Native Americans in Mexico, and evolved
further to learning about issues concerning the tropical

rainforests
In one third/fourth grade,

students read extensively

from African-American writers, fiction and poetry.

They

had spent a fair amount of time on the work of Faith

Ringgold and looked at the institution of slavery.

The

works of Mildred Taylor and edited versions of the film
series "Eyes on the Prize" formed the basis of discussions

about the Civil Rights Movement.
One fifth grade had spent the entire fall learning
about Egypt.

They read, made masks, had speakers, went on

field trips to Boston museums, and concluded with a big
feast.

During the spring they explored the topic of

inventions.

In that process they looked at women's
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basketball and its development at

a local

women's college,

and learned about the challenges and
discrimination that
Black inventors encountered. This fifth grade
also carried
out an examination of advertisements about
smoking in order
to develop a critical eye towards media and
advertising.
In addition,

this grade had a penpal and exchange

relationship with a school in Ecoleton, the neighboring
college town that has a more racially and ethnically
mixed
student population.

Throughout the year the sixth grade began to learn a
little bit about deaf culture.

Tony had spent a year

learning American Sign Language becoming more familiar with
the deaf history and culture but did not feel fully

comfortable doing a unit because he had so much respect for
the culture that he was hesitant to misrepresent it:
It brings up the whole dilemma with multicultural
education about how much of it is dabbling and how
much of it is valuable to do. And is dabbling
important? I am trying to present deaf culture with
integrity here.
I'm trying to always present the fact
that I am a hearing person presenting what I know of
deaf culture, that my knowledge is small, that my
understanding of the culture is small... that I am
just sharing with them the little parts that I know
and value about it.

Ideally I would like to bring in deaf people and share
their culture.... Next year I hope to if I get this
woman who is an interpreter. I feel like we can start
being pen pals with some deaf children and bring in
deaf adults that are successful architects and
successful people in all different kinds of life. Not
coming in to teach sign, but coming in to teach about
architecture and other things.
The sixth grade also discussed current issues on a

daily basis in morning meeting, benefitted from the several
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visits of a returning Russian exchange students,
spent
about two months in a Human Development class that

discussed sexuality and gender roles, and created
elaborate,

illustrated,

in-depth character profiles that

included more people of color this year due to the

suggestion of the teacher.

Closer Look: African-American History Through Music
Here

I

would like to go in a bit more depth,

describing the experience of one classroom and the
subsequent observations made by teachers and others towards
the end of the year
I

.

I

choose to focus on Rebecca because

had more opportunity to observe her class.

I

conducted a

follow-up interview with her in which she expressed
successes that she and her students experienced, and

I

found that her unit had an impact on the rest of the
school

Rebecca and her fifth grade class spent about three

months learning about African-American history through
music.

This endeavor came to affect other parts of the

school as the sound of drumming permeated the hallways and
as students attended some of the workshops conducted by the

Latino parents of one student and the hip-hop group Project

Concern from Boston.

The unit succeeded in transforming

the curriculum by developing it into a possible all-school

activity
Rebecca described the process of deciding to study

African-American history:
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One of the reasons I am doing this unit is that I
wanted kids to understand, or to at least understand
what they don't understand about African-American
history.
And I think it's the hardest thing to teach,
especially prepubescent kids in terms of
multidimensional and all the different
perspectives....
I took one thing that would be
really exciting and fun and interesting to learn
about: you couldn't help but learn the history of
African Americans if you study their music.
It is
really like a whole history in a very positive kind
of
way.
It just sounded like it wasn't just one
depressing thing after another.
She linked the way cultures were taught with
how

students felt about themselves and others.

Her rationale

was that students who begin with a base of
self-esteem are
much more able to learn and benefit from others. For
her
the point was not just to study,

learn about or celebrate

other cultures but to be changed by them, to get a living
sense of what they have to offer that is not available in
the same way in one's own culture.

About her goals she said:
One really concrete thing that I would really like to
see come out of this is that we do more than studying,
celebrating, and learning more about different
cultures.... When kids leave this school, they are
the least hateful kids that I have ever seen.
Every
new child who has moved here, new in school, has
always told me how kids are nicer here....
But to
address these things without really having these kids
have a genuine sense of their worth and the worth of
other people isn't going to work. To have them just
learn about different cultures or learn directly about
racism, if they are not themselves feeling really good
about themselves and knowing how to benefit from other
people, then I think that doesn't work.
She combined academic research of African-American

musicians past and present with

a

wide variety of field

trips and visitors who engaged students experientially in
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singing either spirituals, gospel, or drumming,
and in
singing West African songs, or learning a
hip-hop routine.

Rebecca talked about the power of these
practices in
transforming, first of all, herself:
I found for me that it was a
completely different way
of learning than I normally learn, I could
really feel
that shift, to the right side of the brain.
And one
of the reasons that I decided to do drumming
was that
it was very hard for me. I wanted to put myself
in
that position.
I feel I always ask kids to do
hard
things, so I wanted to see what that was like.

As a result of developing this unit she started

attending an African dance class and then drumming class,
something she said that was unusual for her.

In the course

of this work she talked about the many things that changed

for her and that she learned.

Due to the drumming a

chronically aching shoulder healed.

By listening to her

fellow African dance students she learned more about how
some African-American mothers viewed the public school

systems in the area.

Their comments caused her to look at

Roadtown through her interpretation of their views, making
her wonder what might make Roadtown more attractive to

African-American families.
In terms of benefits to the children,

she noticed that

some of those less strong in academics or in social life

had an opportunity to step forward in dancing and drumming,
"It was interesting:

some of the kids who really were good

at it, you know who picked it up quickly, were kids who

don't always feel the most confident.

more opportunity."
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It just seemed one

In addition to her own growth,

her students.

openly

m

she noted changes in

One Puerto Rican girl was writing more

her creative writing about Taino Indians.

She

was exploring topics more directly related
to her own
heritage, an area from which she had previously
shied away.
This girl and another girl in the class had
been taking an

African dancing class offered in the nearby college
town
but had been somewhat ridiculed about it at the
beginning
of the year; now these two were held in high
esteem,

and

their enthusiasm for the dance was shared by boys as well
as girls.

Students were incorporating the African-American

musicians they were reading about into their writing, boys
were participating in the singing and dancing in ways they
never had before.
There was a sense of community in the drumming that

had been hard to achieve in other ways
Here we were: 16 or 17 of us; there were three rhythms
that we were all playing that was all one rhythm and
it was this wonderful feeling.
It is all part of what
we do, about being part of something bigger than
yourself, being part of a very exciting whole. And it
wasn't in a conformist kind of way, too.
I felt there
were a lot of skills that we need to learn that are so
important to kids, to all of us, listening to each
other

Rebecca felt so inspired that she has suggested that
the school as a whole take on drumming and dancing to

really embody a sense of communality.
As a result of doing this unit, Rebecca felt strongly

that multicultural education is not just intellectually

studying about another culture, but being able somehow to

143

experience the vitality and life and meaning
that is within
that culture.
She felt that many White children
do not

have a strong sense of meaningful culture in
their lives
and they are hungry for it. She talked about
the gifts
that traditional, older cultures offer students
in

particular, and Americans in general, who may have
lost the
wisdom that comes from thousands of years of experience.
Some other teachers were enthusiastic about Rebecca's
idea to make drumming a school-wide activity.

One teacher

talked about how much she had enjoyed the integration
of
right brain activities into her curriculum last year,
and

how she missed it now.

Another who had lived in Africa and

Bangladesh was excited and shared
drumming.

a

sense of the power of

Another, whose child was taking African-American

drumming, was supportive, as was another who could see how
this theme could link with one of communication.

Another

who had been teaching Native-American culture saw

a

variety

of ways that she might hook into the drumming activity and

theme
Both parents and teachers talked about the benefits of

Rebecca's visitors and field trips.

opportunity to go on

a

One parent had the

field trip to hear a gospel music

leader and was very moved by his singing and his

explanations of the history of spirituals.

Rebecca's

efforts helped the school reach its goal of creating new
curriculum, as well as bringing more visible (and audible)

multicultural presence into the classes.
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Discussions of

racism came up as students learned about
the lives and
struggles of various singers, musicians, and
performers,
and began to understand the contexts for much
of the music.
The most powerful cases of effective
multicultural

curriculum were those in which transformation
occurred
through immersing students in a multidisciplinary
experiential series of activities and reflections.

When

staff were excited about and invested in what they
were
teaching, substantive curriculum resulted.

Participants in

the study pointed to curricula that helped students make

meaningful, multidimensional connections with other

cultures as being examples of successful multicultural

education
Besides the content and the instruction of curriculum,

participants talked about the modes of assessment of
student ability as an area of success in the effort to meet
the needs of a diverse student body.

Approach to Student Evaluations
The inclusion model has affected forms of assessment
as well.

Teachers and parents pointed out kinds of

instruction that reflected the values of inclusion and
acceptance.

Observations confirmed these statements.

People talked about the lack of grades, the writing of

extensive narrative reports rather than report cards, and
two comprehensive parent conferences a year.

There is no

tracking or ability grouping in any strict on-going way and
there is little testing in the traditional way (except for
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things like spelling tests)

There is a growing

.

institutionalized interest in portfolio assessments,
with
teachers being part of a national multi-year grant
that
trains teachers, brings them together with others
from
across the country, and keeps them in touch with
each other
through out the year.

There were constant examples of cooperative
learning
and process writing.

Students were often seen critiquing

each other's work with specific observations and
suggestions.

Whole-language learning with literature was

primary method of instruction.

a

Students in the fifth and

sixth grade often created illustrated texts to be used in
the first and second grades

.

There were a variety of ways

that children could demonstrate their knowledge, often

using art, storytelling, or products that would be of real
use to someone else in or out of the school.

Motivated and Open Staff

Another area of strength that participants mentioned
was the staff: people spoke of the motivation, caring, and

expertise of the staff.

A number of faculty had received

recognition for their expertise in the form of awards,
publications, newspaper articles, and grants to work on
special education, portfolios, and math.

Parents seemed to

hold a high opinion of the staff and staff made frequent

complimentary comments about each other and about how they
have worked together.
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Parents commented on the high academic standards they

thought teachers held.

They mentioned the high degree of

commitment demonstrated by the staff in terms of time,
energy and quality of care and instruction provided for the
children.

Pamela talked about what she felt her child got

from being at Roadtown:

"I

think they get to be around

people who like them, who really work hard to help them,
to
make them do their best, and who give them the
best

learning experience that they can.
I

I

think it is the best.

love this school."

Valerie talked about the ways in which teachers worked
really hard:
I don't think I ever found a situation where I felt
that the teacher wasn't looking out for the children's
best interest....
I think that the continual sort of
pursuit of excellence by this staff is amazing.
I
mean they are constantly going to workshops,
presenting workshops. As knowledgeable as I think
they are, they feel like they have so far yet to go
and are really open to that. And I am just so
impressed by that. They are not a staff of people who
feel their way of doing things is right and this is
the way I'm going to teach for 20 years.
They are
just so open to new things and talking to each other
and getting ideas and so forth.

Rosa exclaimed about the responsiveness and

sensitivity of her child's teacher:
In Roadtown, there seems to be a commitment to really
change things. For instance in my daughter's class-she is just in kindergarten--I 'm in love with Martha
Queen.
I am.
I love that woman.
I think she has
been the perfect teacher for my daughter to have.
She
[my daughter] was a Spanish speaker because we moved
to Puerto Rico purposely....
When she started going
to day care and all that, she would see the children
only spoke English, and then she started really
fighting the Spanish situation, and she said, no, I
have to learn English, which is very difficult, and
you can't really argue with that. But being in
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Martha's room has really helped our cause
because in our house we are very committed at home
to what
cultural issues are
Martha went as far as going
out and looking for Spanish books to have
in her
classroom
She doesn't know how to read Spanish
herself, but she felt, I guess, a very strong
necessity to have those Spanish materials there
in
case a parent would want to come and read
them.
She
let my daughter borrow them and we would
read to her
at nighttime.
She was so proud that Mrs. Queen has
this book, so Spanish has to be ok.
So that was
helpful to us, to promote what we believe in our very
home
Not only were teachers noted for their caring and

openness about students but also their openness to each
other and to new staff.

When
was.

I

Haleh, a staff person,

said this:

came in January, it struck me how welcome
It was really nice.
It felt great to be

I

welcomed this way.
I'm still impressed by the way the
school operates.
This school in some ways saved my
impression and my disappointments with the school
system. ...
I feel like the staff here really work
toward some respect to students as a human being....
It's also very intimate in a way, being such a small
school and if feels very good.
Lane,

the mother of Carol with special needs,

commented on the commitment of staff and also linked it to
the small size of the school:

really feel like these teachers at the Roadtown
school are totally committed to quality teaching any
way they can do it and being very creative about it.
Whereas the bigger school systems don't quite have
such a degree of commitment...
By this being a small
school system and enthusiastic and committed staff, it
can be done on a much nicer, smaller scale.
It's kind
of an ideal way to work.
I don't know what would
happen if this school suddenly tripled in size.
I

Pamela sang the praises of Roadtown and also

acknowledged the benefits of being in

a small school.

An

additional strength she observed is the staff's shared

philosophy of education.

In response to a question about

why there is such a sense of community, this parent said:
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I don't know.
I think because it has been
small
I
mean there were 100 kids there five years ago,
six
years ago. Now there are 220.
I think just
knows all the families. This is the biggest everybody
thing.
The teachers all have a common philosophy of
teaching
They really believe in certain ways of teaching,
and
they all agree on it. That makes such a difference...
child centered classrooms, not teacher centered
child centered basically. Kids direct their own but
learning.
That's the way they set up the
classrooms.
They don't have any supplies.
The
school doesn't have money at all.
It just shows you.
I mean they spend more than twice as
much in Ecoleton
and I don't think the kids get as good an education.
But I loved it last year when Ella went there.
We
were a new family to the school.
She had been in the
preschool, but we still were a new family in the
elementary school. After 2 months she knew every
teacher in that school. They all knew her.
It was
just great.
I mean as a kindergartner
People made a
real effort, the older classroom teachers, to get to
know the kindergartners
It's really unique.
.

.

.

.

.

Margie talked about how welcoming teachers are of each
other and how unthreatening, and in fact how supported they
are by each other.

My sense is that each of us in this school welcomes
the other into our class....
I don't think any of us
are threatened by each other. ...
I don't know why,
except that we just have this history of working
together and supporting one another.... Whenever
somebody is in a pinch, there is always somebody there
to say, "Don't worry about that.
I'll take care of
it.
I'll take care of your lunch duty."
Or, "let's
work on that project together...."
It's a great place
to work....
I love it, and I love the staff.
And I
think many of us are here because of the staff and
because of the approach to learning and so forth.
[We're] really not here because of the magnificent
facilities
Joan,
time,

a

teacher who has been at the school for some

talked about how hard she feels teachers work at

really accepting the children in the school:
I think our school does an excellent job.
I've been
here for 12 years and I've thought over 12 years that
there's been no other school that I have worked at
where teachers and staff have worked hard to have
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every single child accepted for who he or
she is and
just don't think that there are very many
schools
around who have worked as hard at it.

Margie talked about how teachers are constantly
asking
themselves how they could do better.
She said this
about

her fellow staff members:
They are warm; they are loving, responsive, and
you
don t hear people in the staff room complaining
about
kids....
if you ever heard complaining, it would be
we were complaining about our own limitations.
"Oh I
wasn't patient enough. Oh I wish I'd thought of that
Oh I should have prepared more." I think there is a
sense with everyone here that what we are doing is
really important work
It's a wonderful group of
people to work with. This staff is just a remarkable
group of people.

Joan explained why there is this commitment

.

She

cites the staff participation in hiring as being key:

What I know about the staff is that it's a staff that
is committed to having all children be successful
learners.
I think that then plays into a commitment.
You can't be a successful learner if you don't feel
good about yourself.
So we need to make kids feel
good about themselves, and good about other people in
the process.
And why is it in this school and not in
other schools? Well I think there are probably
teachers who are as committed to this in other
schools, but I think because of the ways that in our
school we've been able to have a part in hiring.
Pamela goes on to talk about the teachers' attitudes

towards each other and towards their work.
I think the teachers all like each other.
They all
hang out.
They have just a great sense that they want
to be there teaching.
People choose to go there, even
though they might not have the best working
conditions.
They don't have closets full of books or
rooms full of supplies.
They choose to go there
because people have such a great attitude. They just
want to be there. This was something that was really
unique to me.
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The school has had a good reputation for
caring for
children over a number of years and apparently
is upholding
the reputation in the view of this parent:
I really would have to say that we
have a very
sensitive faculty and staff who are, I think, very
aware of multicultural issues and want to see them
be
addressed in the school and brought into the
curriculum more.
So the reason why we are in Roadtown
is like that of so many others.
I've been living in
Roadtown for some 15 years. Well before we had our
kids, but we wanted to come there, both because of
its
tranquility and its somewhat remoteness but yet it was
still adjacent to Ecoleton and other comforts of life
that one likes to pursue once in a while, but it was
primarily because we knew we wanted to have kids and
we wanted to be in a community we felt that had the
best school in the area, period.

The participants had many strong positive feelings

about the staff.

everyone

I

Though these feelings were not shared by

spoke with, they were shared by many who also

felt free to articulate concerns and cautions about the

school.

An overwhelming number of respondents, both staff

and parents, acknowledged the sincere, heartfelt work done
by the staff and felt this made the difference in making

Roadtown a desirable school.
Parental and Community Involvement

Besides having a motivated, skilled, caring,

hardworking staff there were some all-school efforts that
people noted when talking about what Roadtown had done and
was doing to bring a multicultural awareness into the

school
The school community has worked to expand upon the

sense of inclusiveness within the school to reach out to

parents and to the larger community.
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It has done this by

holding many school events.

Some activities include the

booksale to raise money for the library and a Thanksgiving
Dinner in which all classes prepare part of the meal
and at
which the students thank all the faculty, staff, and
others
who help them during the year. There is the Holiday
Show
with songs from many cultures and the involvement of
parents coming into classrooms with latkes, descriptions
of
St. Lucia's Day, and of Kwanzaa.
This year an additional event was a brief all-school

assembly during Black History Month.

Trevor felt the

assembly was a good idea though certainly only
"There have been some good examples.

past Black History Month.

beginning,

a

For example,

this

There were a number of projects

and/or displays on the walls that normalized in a sense
aspects of seeing Black people and understanding history

and cultural perspective and that sort of thing."

Other events included the traditional sixth grade sitdown Spaghetti dinner to raise money for the week-long trip
the sixth grade makes in the spring.

There was the school

play which this year included 138 children (with Alma's

daughter playing a lead)

,

leaving the students of the

younger grades and parents to be the audience.

There was a

Singing Evening with the music teacher, the kindergarten
Pet Show,

and Field day--an all-day event of cooperative

games outside and in.
Lance,

a

And finally, there was graduation.

parent said:

We were really impressed with the community spirit in
One of the first things that happened
the school.
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when we got up there was they had a great big potluck
dinner, and everybody came from all over the town.
We
met a whole bunch of people, and we were really
welcomed into the community.
Pamela made a similar comment:
Of all the schools I have ever been involved in, I am
so happy to have my daughter go to Roadtown....
The
school has a real sense of community.
It's very hard
to do.
You can't from the outside come in and say,
"Ok, now we are going to build it."
I think it really
has to come from the inside out, and it does at

Roadtown

This year, particularly, there was a lot of community

effort in moving the school to its year-long temporary

quarters in a town about one-half hour away.

What could

have been an expensive endeavor was made much cheaper by
the donation of large trucks and moving equipment by a

parent and by the work and time of many other parents on
the last weekend of June.

Though people did not cite these

activities as specifically multicultural they did talk
about them as community building and community sustaining.
Rosa,

a

parent of color who was new to the community, did

talk about how much they were wooed to be part of the

process and how nice that was. She made this comment,
think the Roadtown school does that very nicely.

"I

They

really do involve, even if you don't want to be involved.
They call you.
I

So you go over.

And

I

like that a lot.

think it is a school that is willing to change."
In terms of issues of bias a variety of things were

mentioned.

One parent spoke of an all-school response to

anti-Semitic graffiti spray painted on the outside of the
school
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So

There was a situation in which anti-Semitic
symbols
and epithets were painted on the wail of
the school.
I can't remember exactly.
it said something
tuial solution" was what was painted on the like "the
wall.
The
principal, after having them removed, called an
assembly of all the students and talked essentially
about anti-Semitism and about the Holocaust.
My son
was in
grac^ e at the time.
Came home and told us
about the Holocaust, which we thought was neat
knew something about it. Then we found out why that he
he had
le a rned about it.
So I thought that was excellent to
do, because it was something that most of the
children
saw and so giving them a perspective on it to help
them deal with and also to look at the injustice of
that situation was a courageous and good thing to
do.

Other actions cited by some interviewees was the

initiation of the Learning from Diversity Committee.

Jack

described its origin:
There were incidents which did involve name calling,
including being called "nigger."
It was a complicated
situation.... However, as the parents were very quick
and clear to point out, regardless of what the
behavior might have been, the response never justifies
racial slurs or anything that attacks the student's
character, identity, and dignity... they pointed out
that there was also a pattern to this behavior that
had to be dealt with on the broader level, that it
called for a response on more of a community wide
level
As mentioned before,

the committee was originally

composed of parents, teachers, administration, and

a

representatives of the school committee (who were also
parents)

.

Though there were mixed feelings about the

ultimate success and benefit of the Learning from Diversity
Committee, a number of people appreciated that it had been
formed, and that it had initiated and completed the writing
of the new vision statement.
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Though this group was also criticized for
being undereffective it was seen as a step in an institutional
direction.

One parent remarked:

mean

this whole committee, I am curious to see
what
is going to happen with it.
It really is the most
exciting thing. And the principal just seems to
be so
excited about it.
It's such a positive thing, I
think, for him.
Just [the] coming together of all the
factions of the school I think is really a
I

good, positive thing.

Jack looked forward to the Learning from Diversity

Committee being able to legitimize the integration of
multicultural education.

He commented:

think the people here are serious about social
justice.
I think that it's [the Learning from
Diversity Committee] going to continue to provide a
way for people who feel strongly about issues of
justice to work on them in a way that feels more
sanctioned and welcomed.... it will also allow us to
divert more resources towards it because it will be
more accepted, and [with] the School Committee.
If we
want to spend a chunk of money on a particular set of
books, or building our library collection in some way,
we've built the rationale for that and people will
say, yes, we do need this.
I

Peggy,

a teacher,

talked about the need for the

Committee to help teachers and parents to prepare students
for being in a more diverse world than they now know:

There is a kind of looking around and realizing that
we are a multicultural and multidimensional nation and
that issues of differences do get in our way from
working well with each other.
I think there are also
genuine attempts to explore that. I think that's what
the Learning from Diversity Committee was, is.
One school committee member on the Learning from

Diversity Committee talked about the commitment of the
school administration in having
the school.

He said:

155

a

multicultural approach in

I think we also have to cite
the fact that our
superintendent, our principal have always been
very
intent on hiring people to be teachers or staff
school who will use a multicultural perspective in the
as a
term and who... are progressive or liberal in
their
philosophy with regard to the kinds of curriculum
that
they want to teach to make kids ready for the
larger
world and see it in global perspective.

A parent who is critical of Roadtown in terms of
its
lack of commitment to multicultural education did

acknowledge steps taken by the Learning from Diversity
Committee.

He said:

We've had discussions, through the formation of this
multicultural task force, the need to look at and
analyze books in the library, to have some positive
racial identity for children of color, not just for
them, but for other kids to begin to start to see in
every day terms people of color in every day
situations
A number of people mentioned the very strong support
the school has received from the larger community,

particularly in terms of voting for overrides of
Massachusetts' Proposition

(a

2h>

tax limitation law).

This

support did not come easily; parents spent lengthy hours in

many town meetings working to convince those with and
without children of the merit of the school and the
benefits in supporting it with higher taxes. They managed
to raise teachers' salaries to be on a par with the rest of

the state instead of at the bottom and raised enough money
to renovate and expand the elementary school to better be

able to accommodate the growing student population.

Ellen

commented
For a long, long time, there's not been a time in the
recent 10 years when many, many budgets were voted
Somehow ours has been able
down with Proposition 2 V2
.
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to be voted in with great giving on the
part of the
community, because there are not resources.
The
Very h gh here The bas e is high compared tax
to
J
other towns and services that the people
get here.
They essentially have the school.
:

-

Rosa,

a fairly new parent of a student of
color spoke

of her appreciation of Roadtown's steps
towards

mu i t icultural education and urges them to continue:
Roadtown,

it's very commendable....

get there, and that's very good.

do what they are doing, and

I

I

"So,

They've worked hard to
hope they continue to

hope they continue to grow."

Summary

Many of the people

I

talked to loved this school and

had many positive things to say about the long history,
spirit, and practice of inclusion, the way students treated

each other, the in-depth and imaginative curriculum content
and forms of instruction, the terrific energy and

commitment to problem-solving of the staff, the efforts to
bring a more multicultural awareness in above and beyond
what has already been done, and the sense of participation
and support that comes from the parents and the larger

community
One of the strongest assets seems to be its ability to

change and adapt to up-and-coming needs.

The inclusion

program evolved out of the teachers' desire to remain

a

whole classroom; this reinforced the emphasis on developing
social skills of caring and accepting.

This was connected

to the problem of finding assessment tools that were

consistent with a sense of caring, thus leading teachers to
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explore the portfolio system.

The teachers and the

psychologist created the meeting group for fifth
grader
girls that helped them sort out their problems. The

initial

series of racial incidents served to encourage
teachers to
take steps in developing curriculum sooner rather
than
later.

Overall there seemed to be an ability to turn

problems into better programming.
The school has a strong base of support, of energy
and

multitude of ideas.

In the next section,

I

will address

the variety of barriers, challenges, and dilemmas that
make
it difficult to be the multicultural school some would
like

to see.

Sect ion III: Barriers and Challenges

Not every one felt positive about the school all the

and in fact there were very real problems encountered

time,

on the journey of becoming a multicultural school.

The

institution as a whole was and is metamorphosing its way
through Sonia Nieto's stages for schools undertaking

multicultural approach to education (see Chapter

2)

a

The

.

interaction among people from different races, backgrounds,
and experience yields a rich array of challenges and the

possibility for accompanying growth.
"developing schools with

multicultural perspective is not

if it were they would be everywhere."

easy;
p.

a

As Nieto points out,

(Nieto,

1994,

38)

Participants had some immediate responses to the

question about barriers and challenges to developing a
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multicultural perspective: Roadtown is

a

predominately

White school; there are other demands from needy children
who may or may not be of color but who are in some pain and

need attention; there are many calls on people's time and
energy; and there is a need for more resources of all
kinds.

Related to the above concerns, but less obvious at

first, were some other dynamics and questions that
arose in

the process.

These included differences about the

significance of race as

a

focus for multicultural education

and in the course of daily school life; differences
about

how to address incidents of bias when they arose;

differences about what a whole-school commitment to

multicultural education looks like; and unclear ways for
hashing out some of the conflicts in values and beliefs
that occur in the course of becoming a more multicultural

school
The fact that many of the comments that people made

concerning barriers revolved around issues of racial and
ethnic diversity is not surprising for a predominately

White school with

a

changing population.

A nurturing

school culture that has been created by committed White

people over the years has been challenged and thrown into
question by parents and some newer staff.
to be defensiveness,

There are bound

differences, and conflicts as well as

the possibility for growth (Helms,

1993).

The data presented in this section is based on my

categorization of material from interviews with
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participants, and from my observations, particularly
in
reference to the question relating to the barriers
to

multicultural education at Roadtown.

The section is

separated into the following eight parts, some of
which
have subheadings: Predominately White, Rural Community;

Predominately White School; The Significance of Race;

Handling Conflicts; Whole-School Commitment; The Need for
Group Leadership; Children from Stressed Families; and
Structural Factors.
Predominately White, Rural Community
Being at Roadtown Elementary means living in the

Roadtown community

.

There were a number of comments about

living in a predominately White community from the

perspectives of both Whites and people of color.

Though

a

school may do its best to become a multicultural school

through its curriculum, its field trips, speakers,
visitors, and social skills training,

it still is located

in a particular community with a particular,

common culture

within which there may be neighborhoods and differences.
When asked about barriers to multicultural education,

although acknowledging that multicultural education is
about addressing all kinds of inequities and learning about

and from all kinds of people, many interviewees articulated
a concern that Roadtown' s student and staff population and

the larger community are predominately White.

The fact

that almost everybody mentioned this as a barrier suggests
that there is an underlying agreement that race is a
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fundamental element of multicultural education.
1994

(Sleeter,

)

Lack of Racial and Et hnic Diversity in the Community
Some White parents acknowledged that part of choosing
to live in a predominately White,

rural community like

Roadtown had these consequences.

Lance said:

I think for some people there is a genuine
desire to
have their children experience something that is more
indicative of what the rest of the world and what the
rest of society is like, which you are just not going
to find easily here in Roadtown.
If you choose to
live here, your kids are going to go to school with
mostly other kids who are just like them, basically..
I'm not sure how realistic [a] desire [it is] to have
kids in Roadtown... have more well rounded education
in terms of what society is made up of.

Lance had previously talked about the diversity that
was in Roadtown, at least as a beginning point.

But he is

pointing out that Roadtown 's population does not have the
kinds of people that one finds throughout the larger

society and that means children will come away with

a

good

but limited education in some ways.

Shelter Versus Isolation
Will,

a parent,

was concerned that Roadtown was not

only mostly White, but it was also miles from the nearest
town and even further from

a city.

In response to the

question about barriers he said this:
Isolation.
That's what it is.
It happens.
You can
spend your entire day, day after day and never leave
Roadtown and never encounter anything but the school
and your home....
I think what happens when you don't
get the exposure, your local world gets kind of too
Your own life gets so big that you don't
big....
focus on enough different things to see other people's
Your own issues sort of take over
issues.
everything.... You lose track of the bigger picture.
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Of course this kind of narrow worldview
can happen in

any circumstance if people live lives separate
from others,
but Will is speaking about his own experience;
he lives and
works in Roadtown as does his wife. He is aware
that,

after a while, Roadtown can become his whole world,
thus

leaving little room for awareness about what is going
on

outside of Roadtown.

He sees this as a potential problem

that others might have as well.

Other White parents also commented on isolation as
danger.

a

Some of them talked about making conscious efforts

to provide their families with meaningful,

ongoing

experiences with families from different backgrounds via

extracurricular activities outside the rural community of
Roadtown.

Peter's son was part of an intramural basketball

team that included racially and ethnically diverse students
and which played all around New England and New York state.
Lane enrolled her child in a multicultural after-school

play group.

One set of parents was part of a multiracial

family group in the nearby college town, Ecoleton.

Other

parents signed their children up for African Dance, Indian
dance, and/or made sure their families had close

friendships with a diverse range of people.
One of the drawbacks of living in this rural area was
the lack of public transportation to and from Ecoleton down
the hill.

Parents did a lot of driving.

One parent of

color found it difficult to carpool, another talked about
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her son's feeling of frustration and confinement
due to not
being able to go downtown on his own.

Although some people consciously chose the relative
isolation of this community, they also expressed
ambivalence.

There appeared to be a tension between

wanting to keep their children safe and fearing they would
be isolated.

Parents did not want to do their children a

disservice by not preparing them for junior high and the
larger world beyond and they valued keeping their children
safe,

psychologically and physically, from the violence of

the larger society.
Beth,

a

staff person who is also a parent,

exclaimed

that she would not want her child out in the larger world:
I think I am raising Seth to be very idealistic and
maybe not enough of a shark. I expect him to be
really thoughtful of other people, and patient and
maybe he's too much that way. Well I don't think I
like the idea of sending him into the world very much
at all....
It's a nice, protected community here, I
wouldn't expect much fear of kids being abducted or
anything like that round here, and [subject to] some
of the violent behaviors that are coming into schools
and increasing.

Her image of the "world" is that it is an increasingly

fearful and violent place; she wants to bring her child up
to be sensitive to others but also wonders if she is

adequately equipping him for that world.

Her concept of

preparing him would be to help him be more shark-like, thus
suggesting that skills learned in a place like Roadtown may
not entirely serve him in the outside world.

A White father of adopted children of color talked
about the city in which he now works as a place of poverty
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and despair.

He is glad to come home to "summer camp" in

Roadtown where it is green and soothing.

He is hesitant

about bringing up his children in an environment of poverty

and despair.

He and his wife had this dialogue:

Father: When I come home from Waterlind [a large
city], it's like I'm coming to summer camp.
It's
not the city.

Mother: That's true, but it's so White, and it's
not real in a way....
The world isn't White.
The world is brown. We are a minority in the
world in a way.
It feels like we can isolate
ourselves in Roadtown and have a wonderful school
and be really, really safe from violence and
drugs.
This is an illusion.
It's probably not
all true, but living in Rivercity would be more
real
Father: It is a violent place, the city,
absolutely. And not because people are of color,
but because people are poor and have no resources
and have no hope.
But not all the people who
have no hope and have no resources are people of
color.
But do I want to live there?
Is that the
question you are posing? I don't have a strong
desire to live there....
[Because?]
Because I
like coming home to summer camp.
I like the
idyllic nature of Roadtown.
I don't mind that my
kids have this great protective life in the early
years.
It will change.
They will go out in the
real world, and it will be hard for them to
experience that other world, the world where
everything isn't so perfect and peaceful and
green.
But it doesn't bother me that they have
that in the beginning, as long as they have
people of color in their lives.
I think that's
what we need to do.
I don't think we have to put
them in the city where the violence is

necessarily
This father wants to protect his children from the

grind of poverty that he sees in his work.

He wants to

work in that world himself but he does not want to have a
home base in it or bring his children up there, even though
this community that is apparently quieter and safer is
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mostly White.

Thus he sees a need to make an extra effort

to connect with other families.

But he poses the question,

is it wrong to want to protect his young children
from the

violence he sees in the city?
in a green,

Is it wrong to want to live

apparently protected area?

His wife wonders if

they aren't living in the real world.

Being of Color in a Predominately White Community
Alma,

a

parent of color, also talked about the pull

between raising her children in Roadtown rather than in an
environment in which there are more students of color and

where she feels they learn about the realities of the "real
world."

She,

too,

works in the city and shares some of the

fears of the parents above.
I want them to be safe, but I also want them to get
the touch of reality....
How are they going to handle
themselves? Will they defend themselves? Will they
come home and start swearing and lose this respect?
Will they ignore me and all that stuff? Will I have
to start hassling and arguing?
Living the way they
do: verbal abuse, physical abuse?
I'm caught in
between.
I want them to learn, and then again, I want
them to be safe.

There are also different kinds of safety.

Alma had

not felt that she or her children were truly emotionally

safe in the Roadtown community and is thinking of moving to
a

co-housing project in the Ecoleton, a town with a more

racially diverse student population.

At Roadtown

Elementary her daughter was called a name at one point, and
she herself felt self-conscious about playing her music

loudly in the neighborhood and worried about how other

parents treated her.
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She talked about enjoying the quiet of
Roadtown but

also of feeling out of place:
This is a quiet area, and yes people are to
themselves, but I feel very conscious if I put loud
music on. My music is the only one that is going to
be heard around here, especially Spanish music.
I'll
feel conscious, and then people are going to start
thinking, oh there goes that lousy, noisy music.
Or
coming knocking on my door, would you please lower
your music? Because you don't hear music around here.
I feel like I'm constricted here.
It's not the way I*
want to live, to tell you the truth.
It's not the way
I want my kids to live, and that's the truth.
She goes on to talk about how self-conscious she has
felt about the difference in her skin color as she entered

the school community:

When I go to the meetings here, boy I feel like every
eye is on me because I'm a dark skinned person and I
feel so out of place.
I can't stand that feeling....
They are friendly, but it's like only the people I
know because of my kids. I know their parents, but
that's it.
Everybody else, they stay away.
Some I
think they do it out of courtesy.
[Not making you
feel more self-conscious, you think?]
Yes.
And
others, they stick to their crowd.
I say, well it
don't bother me.
I just stay there for a short while
and then I leave.
I wish it wasn't like that, to tell
you the truth.
I don't know why people can't accept
different kind of cultures.
I mean we are all human
beings and we need to learn to accept one another.
Alma had chosen to live in Roadtown because it is
quiet; she was surprised at the few number of Puerto Rican

families and felt self-conscious about being one of the few

people of color.

She talked about experiences that she had

had growing up in which she also felt out of place and

unwelcome that have felt echoed here in Roadtown.
One of the challenges that

a

predominately White

community like Roadtown faces is that it can appear
exclusionary, not just in the absence of people of color.
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Rosa,

a

Latina parent, talked about the perception her

friends had had that Roadtown was all White and was
just

"letting in" people of color:
I understand that it's been recently that
Roadtown
been open to the general population, because it has has
been a very Caucasian town, and it's been mostly upper
middle class people
It's what's perceived by a
lot of people before.
I've been in this area for
close to 10 years. And every time you talked about
Roadtown, it was like a little White town up there.
And then when they found out I moved to Roadtown,
[they'd ask] they are letting people of color [in]?

Even if a community has no written law of exclusion
the combination of past banking and real estate practices,

and the fact that some White communities in the U.S. have

violently rejected families of color can contribute to
fear of exclusion (Stalvey,

coming from

a

1989)

.

a

The difficulties of

place in which one was one of many, to

a

place in which one stands out is difficult in most cases.

When those differences are of

a

class and racial nature

issues of inclusion and exclusion are heightened.
The Difference in Numbers

When only individual families move

in,

it may feel

like the onus is on the family, not on the community, to do
the adapting.

But when a group of people with a shared

identity move in then the community is altered and there

may be more mutual impact on one another.

The Roadtown

community in some ways suffers from lack of dialogue and
interchange that can happen when groups of people move into
an area (Kalantzis and Cope,

1990).

Mark,

a parent,

noted

that it wasn't just a matter of having individuals from
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different racial and cultural backgrounds, but that
different kinds of issues come out with groups of people

who are different from each other:

think there is a

"I

problem when the community is mostly White Americans.

It's

more difficult when there aren't some more significant
clusters of other kinds of groups."

The inference here is

that when there are different groups the White culture is

juxtaposed to the integrity of other cultures that are held
together by a number of people rather
individuals

.

a

smattering of

Whites may be more able to see themselves as

a group and perhaps better able to see power dynamics when

juxtaposed to another culture.
Or again,

they may not.

As Helms

(1993)

says,

with

further contact Whites may move from the Contact stage into

Pseudo-Independence or they may go into

a

more regressive

Reintegration phase in which negative views of people of
color are reinforced.
Peggy wondered out loud about the fact that

differences do exist, that, in a community, there is
awareness and sometimes tension around them.
It's such a White, middle class, European community.
And we have a few families who have different
backgrounds who have chosen to live here for whatever
reason, which is great.
I guess I think it is really
brave.
It's necessary because I really don't believe
in segregation.
I think people should feel free, but
the reality is that when you are other and you move
into something that is same, no matter which way it
goes, it's a brave thing to do and you do face issues.

These "issues" can be just learning to deal with a

different set of rules, like a traveler going to another
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country and learning the ropes.

Or,

there can be much more

serious issues of finding oneself in a community in
which
one is not welcome and is physically and emotionally

threatened as many families of color have experienced
when
they have moved into all White communities.
Peggy asked whose responsibility it is to make

community work.

Is it all the work of the White community

to make sure new people of color feel welcomed or is there

slso a responsibility of those who move in to find ways to
feel and be accepted?

She responded:

I guess what I want to say is I wonder where the
balance is between the community's responsibility and
the individual family's responsibilities to create
acceptance. ...
I think that if you look at
individuals when a family of color moves into what's
predominantly a White community, there's a risk that's
involved there, just as if I as a White person moved
into a Puerto Rican community or a Black community
that was maybe changing or whatever.
There are lots
and lots of reasons why people do those sorts of
things, but we are still a society that notices those
differences.
So it does create--tension is not the
right word, because I don't think it necessarily
creates tension.

Peggy equated the risk involved for a White family

moving into

a

changing Black or Puerto Rican community with

the risk that a family of color faces moving into a White

community.

Are these equivalent?

The questions may be:

For whom is the risk greater in which kind of

circumstances?

And why is that the case?

risk be eliminated?

How can that

What is the role of Whites in making

communities less risky places for people of color to live?
There is too strong

a

history and prevalence of White

hate groups in the United States, not to mention the
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subtler ways that communities have shunned people of
color,
to disregard the very real physical and emotional
fears

that people of color might have moving into White

communities.

Peggy asked,

"If a family of color knows they

are moving into a predominately White area what is their

responsibility in alleviating the tension?"

Did their

decision to enter the community cause the tension, since
there was none before, bring to the surface the racism that

had previously been latent?

In much of the literature on

White racism this would be called,

"blaming the victim"

because the victim of negative attitudes is asked to take

responsibility for their existence.
1994; Terry,
P e ggy

(Barndt,

1991; Sleeter,

1970).

went on to mention that when there are a few

individuals from different cultures, there can be

comfortable one-to-one natural interaction.

When there is

a larger community of people who are different,

emerges that the community notices.

a

pattern

Peggy then described

the self-conscious effort that results in trying to make
the new people of color welcome but which sometimes

backfires into uncomfortable, potentially patronizing
niceness

One-on-one
tension is
belief but
community,

individually, I don't think that the
necessarily there. Maybe that's my naive
But then as a
that's what I think.
the community looks around and notices that
it's not all the same any more and feels like, well we
have to do something about this. We have to address
this somehow, which I think that that's important, but
I think there is still a lot of confusion about what
Because in a way it is still
that really means.
It's saying, oh now we need to
pointing the finger.
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be dramatic or demonstrative about making sure
everybody feels welcome, which certainly makes
people
feel uncomfortable, I would imagine.

Peggy sounds familiar with the over-friendly gestures
that belie an underlying discomfort on everybody's part.
She is picking up on the same niceness that Alma was

conscious of.

The rushing around to make everyone welcome

acknowledges and recognizes that either people of color
might not feel so welcome to begin with, or that White

people might be uncomfortable with people of color to begin
with.

As Gloria Yamato says:

With the best of intentions, the best of educations,
and the greatest generosity of heart Whites, operating
on the misinformation fed to them from day one, will
behave in ways that are racist, will perpetuate racism
by being "nice." You can just "nice" somebody to
death with naivete and lack of awareness of privilege
(p.

21)

.

The White people

I

interviewed very much wanted

Roadtown to be a welcoming place, a safe place for families
of color and some asked themselves what factors might

discourage people.

The solution, of course,

is not that

Whites become unfriendly, but the strong desire to want to
live up to one's values, beliefs, and self-concept can

cause White people to sometimes bend over backwards to make
sure our racism isn't showing.

We don't want to see it

either
Helms cites research that says that,

"Whites tend to

be most comfortable in racially heterogeneous groups when

the proportion of White to Blacks is around 70% to 30%,

whereas Blacks are most comfortable when the proportion is
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50% to 50%

"

(Helms,

1993, p.

191).

As the Roadtown

population becomes increasingly racially diverse it will be
helpful for people to know something about the personal,
cultural

,

and institutional dynamics of White racism and

identity.

Whites may find explanation for feelings

for conflicts that could arise in the course of change;

they may be able to be aware of their reactions which might

otherwise remain invisible to them.

Combined with good

will and action, this knowledge might significantly help

a

community that is changing from being predominately White
to becoming more racially diverse.

Predominately White School
For Whites

A number of interviewees talked about Roadtown'
racial homogeneity being an impediment to the goal of

experiential multicultural education.
that,

There was a concern

though children might be getting exposure to

wonderful literature, music, history, projects, and even
visitors, they did not have the opportunity to really test
the depth of what they had learned.

Valerie, a White

teacher and parent said:
I'm very impressed with the motivation and the level
of conviction that people have here to try and educate
people to be really multicultural the way I feel it
should be... The one flaw Roadtown has is that it's
predominately a White school. There is always a gap
between preaching and practicing. You can teach
people and talk to people and tell them all about
other people, but if you don't have the chance to
experience it and to practice it, you never know if it
is going to work or not.
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By being a fairly racially and ethnically
homogenous

school there are fewer opportunities to face the
fears, the
stereotypes, and the prejudices that students might
have

accumulated from the media, their families, and other
children.

Rosa said about Roadtown:

They really need to have more people of color in
the
school.
More visual... because you cannot just teach
cultural diversity and cultural sensitivity, if we
don't see them. We will relate to those kinds of
people like, I don't know, like images in a book
almost

There weren

m

t

the opportunities to learn from others

the same way there might be if the school had a more

mixed population.

A staff person talked about how,

though

there are differences within the school, it is relative and
that more significant differences don't emerge,
do with relativity.

It's true.

"It has to

We are all different, but

we still share most of the values.

Lifestyle is something

most people share here, the same activities, same places to
go.

It doesn't bring up the real conflicts.

It doesn't

show the real differences."
Some parents, both White and of color,

saw this lack

of day-to-day interaction as a real disadvantage and

deprivation of the experiences needed to be truly equipped
to "live and lead in a diverse and complex world," as the

vision statement says.

One teacher talked about how

wonderful but isolated children are, so that meeting

a

group of people who are different can be quite a shock:
There are a lot of really sweet kids at Roadtown, some
of them don't have very many mean bones in their body.
Because of geographic isolation, they've had so little
173

interaction with other people that one of the first
things they said to me when Project Concern [a dance
group from Boston] came in was, "They are all Black."
That was just really weird and different to them.
They were surprised.
But they weren't saying anything
like putdowns, but it threw them.
.

She goes on to say,

.

think that when kids haven't

"I

had a lot of exposure, it gets much easier for them to get

sucked in by stereotypes.

When they have no other basis

for their knowledge."

For People of Color
Of the three parents of color and two White parents

with biracial or adopted children of color, two had no
criticisms of the school in terms of how their child has
been treated because of their race.

They did however

advocate having a racially diverse staff and were

encouraged by and urging increased multicultural curriculum
and awareness in the school.

Three had stories of racially

related incidents their children had experienced.
too,

They,

were glad the school was reviewing its work regarding

diversity, though there was some criticism, and advocated
for an institutional dedication to eliminating racism,

among other biases, by hiring diverse staff, holding parent
workshops, and doing staff development about race.

A parent of color felt the lack of other parents of

color to help in this advocacy.

In the context of

frustration with the school not apparently sharing his
concerns he said,
here,

"I

wish there were more families of color

and then having a support group or having a pressure

group might make some sense, but right now it doesn't."
174

The need for a larger group presence was
strongly felt by
participants, both White and of color.

Entering and Being

a

Minority

Entering a different culture can be demanding.

Haleh,

originally from another country, talked about the
dilemma
of identity that one faces when entering another
culture in

which one is a minority

.

Though she came from another

country the concerns can well apply to students who come
from situations that are markedly different in any variety
of ways from Roadtown. She had this to say:
If you are out of your natural culture, natural
environment, and you try to keep some of the things
that you are used to and that are important for you
basically, and there seems to be conflicts....
It's
like it [one's culture] doesn't belong here any more.
It loses some of its meaning when it's out of the
context, when it conflicts with other life situations

here

She talked about the threat to one's sense of identity

and the confusion that ensues in trying to create a new

identity that includes the realities of the new place:
It even goes as far as questioning your identity,
because who are you now? You no longer are in Israel.
You are an Israeli, but you don't live in Israel and
you are not American yet, but you want to belong
somewhere.
You want to be part of it.
And what do
you do? What do you keep and what do you give up, and
what do you take from this culture and what do you
reject? It's something that I feel like I deal with
every day

She went on to talk about how this dynamic might be
for a child:

Again I wouldn't go to a parent and say, "Look, your
kid is now in the U.S. and he has to socialize and he
has to be part of his classroom and he has to do all
these things, therefore he should give up those
things."
It would be up to the parent to do that
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adjustment or decision or choice. But the kid
is in
the middle and he is in the tough position.
it could
be painful for the kid, because he's young
and he's
confused.
He doesn't have the tradition that the
parents have, and he wants to belong to his
class
It's a very tough conflict to live.

Haleh articulated the challenge that students
coming
from and living in families different than the
cultural

norm face.

Students from such families need to learn bi-

cultural skills early on and may feel

a

pull of allegiance

one way or another (Dardar, 1991)

Parents of children of color feared that being one of
the few students of color in a predominately White school

their children would feel alone, isolated, exposed, a

potential target, and just plain different from most others
(Hopson and Hopson,
Alma,

1990; Tatum,

a parent of color,

1987).

said this about her family's

entry into Roadtown:

When I found out my kids were like the only Puerto
Ricans there. ...
It's like I wondered if they were
going to stick out like a sore thumb.
That's when I
first came because I didn't know there were other
Spanish, but they were mixed.
Their parents were half
White/half Spanish or half African American/half
White.
I didn't know that at first, until I started
getting into seeing them in meetings.
I said,
"Oh
good."
But I thought they were going to stick out
like sore thumbs and be picked on, which they were
picked on in the beginning of the year.
Not having more students of color made a sense of

belonging and inclusion, at least on
level, more difficult to achieve.

a racial and ethnic

Students of color saw

themselves reflected less in the school environment,
factor, which impacts self esteem.
said,

As Rebecca,

a teacher,

"When you don't see yourself reflected in your
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a

environment,

think that you internalize the message
that
there's something of less worth."
I

Students of color are potentially more vulnerable
to
whatever prejudices other children bring in and
act upon.

This is the flip side of White students learning
to

recognize and dismantle their racism.

Some teachers and

parents commented on the danger of students of color

becoming representative of their ethnic or racial group
in
the minds of their fellow students or feeling pressure
to
be teachers to other students about their group.

White Self-Consciousness About Dealing with Race
Martha, a teacher, commented that it would almost be

easier to teach multicultural education in an all White
school than in one in which there were a few students of
color.

She said this alluding to the difficulties students

of color potentially have and of the awkwardness of

teaching about their culture or history without putting

them on the spot.

Peggy said,

"I

feel really careful about

not pointing the finger, about not wanting to point

somebody out as being different.
danger."

That's

I

think a real

The insecurity about how to teach about a touchy

subject calls for self examination of one's own attitudes
and an awareness of societal attitudes that children (and
adults) are carrying formed by the media and home

environments.

Due to this self-consciousness there was a

danger of avoiding these topics or of not teaching about
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cultures from which

a

child might come, thus losing an

opportunity to learn.
A few White people talked about not wanting to

automatically assume that students of color would want to
be teachers about their cultures to others:

"We are caught

in a situation of we don't want to hang the label,

the diverse kids,
guys.'

'You are

so we are going to build this around you

That's a terrible thing to do."

And yet this would still happen in some cases.

Rena

unwittingly noted how disappointed she was that one of her
students wasn't more enthusiastic about the celebration of

Black History Month.

She tells of their experience in

class

Somebody had mentioned to Darius, "Well how did you
feel about that? That's stupid stuff."
And the kids
hear that.... That was difficult for us to deal with,
I think.
That he didn't participate and he didn't
share and he didn't feel good about his culture.
So
as the role or as the person we counted on to sort of
help us with some of this, he was not helpful.
The teachers had depended upon this child to play a

certain role in their unit plan without checking in with

him first,

a

mistake that Carol's teachers were able to

avoid by consulting with her before embarking on

a

unit

about cerebral palsy and other physical disabilities.

Even

with the best of intentions of inclusion, Whites may
unconsciously expect (almost require) students of color or
students with other group identities to be positive

representatives in some way without looking carefully at

how they feel about that identity and why.
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The opposite can happen as well: if students of
color

are having a hard time there is the danger of White

students who have had little contact with people of color

associating those particular difficulties with all people
of color

(Clark,

1963).

One parent worried about negative

associations their children made with African Americans

because of the problems that the one Black student in the
class was having.

Being in a predominately White school

brings a spotlight to children of color that does not
expose other students in the same way.

Of course there

were White students with behavioral problems as well but
students were less apt to make generalizations about White

people because of their behavior, than about Black people
because of theirs.
Besides being afraid of putting students of color on
the spot,

teachers were also nervous about making White

students self-conscious about race issues.

One person

said

There was this other incident, again with this one kid
in my class whose skin is a little darker than
everyone else's....
I don't know exactly what
happened.
But it got so over processed that all the
kids were very self-conscious about it.
"I don't not
like her because her skin is darker,
and want to sort
of show that to her or to me or to other kids.
It
became painful for a while, and then we got back to
normal.
It felt like it ended up making her more
self-conscious and made everyone self-conscious about
this issue that most kids didn't see to be an issue.
It's a thin line.
"

What is it that underlies these discussions that

causes the self-consciousness to begin with?

Is it just

the talking about race that has caused the problem or is
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there a problem that is hard to talk about?

To give in to

this self-consciousness means that the issue may be

avoided, possibly preventing the development of skills to

understand the origins and dynamics of racism and to learn

how to challenge and go beyond it.
One White parent on the LFDC who has been a

multicultural educator in other settings for some time
said,

"When

I

was young

I

operated out of racist and

classist attitudes of which

been educated so

I

I

was not aware.

I

wish

wouldn't have those attitudes.

I

Yes,

had
one

can become more self-conscious but it is the beginning of

consciousness, so one is not naive and unspoiled."

She

acknowledges the discomfort of confronting one's unwanted

socialized limitations, but sees the pain as

a

natural part

of becoming aware of race and class issues.

The Significance of Race

Not every one agreed upon the significance of race as
a

problem in the school.

Jack,

the principal,

commented

that

Others... have some difficulty in accepting that the
problem [racism] is as significant a problem as
perhaps I've defined it as being. One of the things
some of our more veteran staff have pointed out... is
that... years ago it was much more common to see and
hear racist comments from other children and from
families for that matter.
In their view looking at it
historically [they] were struck that what was
happening now was less frequent and less extreme than
stuff that had happened in the past.
He commented that if you're a person of color,

quantity may be somewhat irrelevant; racist comments and
behaviors are just as painful if there are few or many.
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Iris commented that before she adopted
children of

color the issue of racism was an important,
but
intellectual,

issue for her.

Now she says she feels much

more of an emotional connection as well.
had White children,
same.

I

I

She says,

"If we

don't know if it would bother me the

think it would be much more intellectual for me;

feel it.

I

As Whites people's families or definition of

family expands to include people of color a deeper

motivation for eliminating White racism may occur.

Another

White parent just in the process of blending with an

African-American man and his children also discovered newfound determination to teach her children about the

injustice of racism.
Iris expressed a concern that what might be a

significant experience relating to race to her children
might not be perceived that way by their teacher.

She

wondered whether her own fears caused her to distort
incidents
You are always wondering whether the teachers are as
aware of the racial content in incidents as we might
be.
I think we are so sensitive to what might be
happening with Gabriel and his peers....
I wonder...
if teachers are that sensitive, or will they miss it
or slough it off and say no, it was not racial what
happened. ...
I would worry about it and maybe we are
just a little bit more sensitive than we need to be.
I don t know
'

Ms.

Engel was also worried when the school

psychologist did not attribute any importance to the fact
that Gabriel had difficulty choosing a color for his own

181

skin when drawing a picture of himself,

His mother tells

the story,
He was sitting at a table with the other brown
child
and. one of his little friends who is White.
Lucia was
saying, "Gabriel, we are using this color, right?"
And Gabriel was very uncomfortable with the brown
that
she was showing him... it wasn't his brown. "She's
darker, " he says.
But he's confused by it.
The
teacher is watching this, and noting that he started
and stopped, started and stopped. And then he
eventually drew himself without color and very well
proportioned.
She brought it to the school
psychologist who said this is fine. But as I thought
about it, we talked about it later, it wasn't fine.

Incidents like these raise the question of how

prepared teachers and staff are to understand issues that
children of color face that may be different from issues
faced by Whites (Cummins, 1988)
Some White people expressed unclarity about the ways

race does or does not interrelate with various conflicts.
Jack,

the principal,

remarked:

I always feel like we can resolve any individual
conflict reasonably successfully, but there have been
too many similar problems; I don't know.
I think the
fact that it's as ambiguous as it is is the
frustration that I feel.
I just feel like at this
point we should be beyond even the questions of that.
That the impact of race should be more clear one way
or the other.
And it's not.
I think the reasons that
it's not are ones that I feel somewhat out of my
control.
I don't know.

The role of race came up in discussions about children
of color with special needs as well.

Three of the Black/

biracial students were on special education plans, one

because she had cerebral palsy, the other two for social

behavior reasons.
interesting because

Ellen,
I

a teacher,

said,

"It's

don't think of that in terms of the
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color.

think of the children that are the most
difficult
for teachers to deal with because of their
needs
I

She

.

"

goes on,

"I

don't think of Frances as being of color.

I

think it does make it harder for her because of
the way she
might feel, and that's an added problem for her. Then
we
just need to give her more support."

The statement,
color,
1992,

"

"I

don't think of Frances as being of

is a classic statement of color blindness

Lee,

1991).

(Nieto,

It is suggested that race is not so

significant, or, as Ellen said, it is an added problem

rather than integral to self-concept and way of being in
the world.
back,

Another teacher commented on how,

a

few years

this child was very self-conscious about being Black

and often made comments about it

attitudes towards race play

a

.

Research reveals that

significant role in the

development of a child's identity and self-esteem, though

very differently for children of color and Whites (DermanSparks, Higa, and Sparks,
In another case,

1980; Ramsey,

1989; Tatum,

1992)

Ellen does acknowledge that race may

play a role, but also strongly feels that there are other
factors at work as well and that it would be a mistake to

attribute all difficulties to race:
I think that's been a hard situation... and maybe
color has something to do with that because of the way
they feel about themselves and being in a school that
is not very multicultural.
But I don't look at that
the
only
problem....
as
I guess it's always to me
important to look at the total child, the total
situation, the total family... race being a part of
If there are problems involved in that, then we
that.
need to look at them and deal with them.
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Jack commented on some teachers' resistance
to
focussing so much on racism, feeling that the
school
already works with each individual as well as

it can and

that ought to be enough.

He said:

There were others who felt that our basic
commitment
to supporting each child as an individual and
finding
ways for each child to be able to succeed and find
place to succeed academically and socially is reallya
so pervasive and so compelling within the school
that
it was enough.
Trevor, however,

felt very differently.

He shared the

viewpoint of a number of writers in multicultural education
that race is a primary difference and consequently ought to
get primary attention (Sleeter,

1994; Lee,

1991).

I believe that race is the mother of all
differences,
and the one that in this country we have the most
difficulty with.
And the degree to which you feel
comfortable around that you can begin to deal with and
look into and to work with any other kind of
difference
.

.

.

He talked about how people will sometimes avoid the

issue of race by bringing up other kinds of bias that seem

easier to grapple with:
There is an unfortunate aspect that some people have
so much difficulty in dealing with racial difference,
that they try to substitute other differences in lieu
of dealing with race.
They never really want to
approach that one and so they deal with learning
styles and with gender differences and all kinds of
other differences, all of which are legitimate, but
that either in an attempt to dilute the impactfulness
of looking at racial difference or in lieu of dealing
with racial difference. Sometimes that's deliberate
and sometimes not. Just happens.
But it's sort of
like you take the energy away from it, it will never
become an issue that we can ever become comfortable
with and be able to deal with or develop leadership
around
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A number of White staff and parents agreed that
race
is a difficult topic to face,

particularly in a school that

works so hard to be fair, just, inclusive, respectful,
valuing, and aware.

There were a number of comments about

the discomfort that people feel talking about racial

issues.

A staff member commented:

It's hard sometimes for people to see beyond their
own
experience really... and to understand and accept that
not all groups of people feel like they equally
belong, and that ideals, however lofty, do not
necessarily apply to them and reflect their
experience.
I think that is part of what we are
learning to understand.

Jane has worked extensively in racially diverse
settings.

She echoed Helms' comments about the Contact

stage in White racial identity.

She talked about how,

in

Roadtown, one can be unaware of internalized racism until

confronted by one's own responses when in contact with
people of color.
There is the kind of openness that comes from
ignorance... there's a sort of good will of everybody
should respect everybody else.
"I would never hate a
Black person because this person is Black." There is
that sort of feeling.
There is also a strong, "We are
better because we would never be racist...." It's a
feeling.
Like, "How can people be so terrible as to
be racist?"
That's what I mean about ignorance; you
are not aware you are racist until you have the
opportunity.
If you don't have the opportunity.
You
don't understand how anybody else can be a racist
until you have contact with people who are quite
different
She talked about Roadtown 's sense of being unscathed

by what is going on in the rest of the society and that

there is a danger in that belief.
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She felt people need to

take conscious action to fight against the perniciousness
of racism:
I think there is a great amount of good will and
belief in our own goodness and a sort of elitism,
which could be dangerous, because I think elitism is
dangerous.
"We are kind of pure.
We are right. We
are not racist. We would never be biased." Almost as
though we are immune to it, which of course we are not
immune to it. There's not an awareness that racism is
kind of a disease, that can be caught. And that's
well within our potential, and that we need to take
action to prevent it in ourselves and others.

There are questions about how to alter the racial

attitudes that White children bring to school already

socialized into judgements about skin color.

Ms. Engel

talked about a comment made by his friend Randall about her
son,

Gabriel that indicates

Black.

She said,

a

negative connotation to being

"Gabriel is dealing with being a brown

face in a White school.

A parent said,

'You know,

Randall

was saying to his sister's friend, sort of in preparing her
to meet Gabriel when we were getting together.
a really good friend of mine,

but he is Black.'"

'Gabriel is

Randall,

who was five at the time, not only noticed that Gabriel was
Black, he revealed society's judgement about that fact.

Some teachers felt that these incidents were blown out
of proportion and were misinterpreted.

They talked of

confusion about what meaning racial or other biased slurs
had for children; they questioned whether these slurs were

primarily handles or weapons that children knew would be
effective but that did not reflect an underlying attitude
of racism or bias.
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A teacher mentioned that often younger
children don't

understand what they are saying, and although
they may know
they are bothering someone and want a response,
they don't

really understand the significance.

She said:

Sometimes if it gets to a point where I feel like
I
need to talk to the whole group, we have discussions
But it's really hard for 7- and 8-year-olds to
internalize all these issues. What do they know
the term "gay"? What do they know about some of about
the
racial slurs that they hear? They really don't
truly
understand them.

Certainly children are in

a

constant dynamic of

including and rejecting each other (Paley, 1992); but the
fact that children knew and used a derogatory name

associated with another child's group membership (race in
this case)

indicates a conscious or unconscious negative

attitude about Blackness.

Children as young as four years

old have learned which groups are socially acceptable and

hold status and which don't and understand the value
judgement made by comments
1987)

(

Derman- Sparks

,

1989; Ramsey,

They may not hold an intellectual understanding of

the issues but even in the context of a caring school like

Roadtown,

they are well aware of the negative message

underlying certain names and expressions.
Jack acknowledged that there are incidents of racism
that happen of which he is not aware, and that it is

understandable for parents of children of color to be wary.
He commented:
I assumed then and I still do now, that there is far
more racist behavior or antagonistic behavior toward
people of color than I'm aware of and that probably
anyone outside perhaps their immediate family are
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aware of.
I suspect that there's a certain
and lack of confidence even among people who distrust
generally
feel comfortable and respectful of one another.
The issue of trust is certainly key to the
success of

any school striving to integrate a multicultural

perspective (O'Grady, 1992).
Handling Conflicts

Most teachers wanted to address particular incidents

dealing with race but some weren't sure how to go about
it.
One newer aide talked about the discomfort that she and

other staff have with racial incidents.

She gave an

example of a White child making a very insulting comment to
an African-American child about his skin color:

Well it was sort of, "We will talk to Darius and we
will talk to the person who did it," but what about
the other kids that sat there and heard this.
That
was never discussed. ...
It was something that I
wanted to discuss with the kids, but I thought that
right there you need to sit down and talk about this,
but it was not. ...
So we are still walking kind of
that fine line of when do we talk, and when do we not
talk.
When do we really get into a discussion and
open these kids eyes and really talk about this or do
we keep them still shut for a little while, because we
are not ready.
This aide had recently come from a school where there

was much discussion about racism; she knew enough to be

uncomfortable with the situation but wasn't confident or
sure enough to lead a discussion.

One teacher who had also been a teacher in a more

racially mixed school system spoke from her experience
after having been initially awkward with incidents like
these.

She said,

"You cannot let any kind of biased remark

just leave a kid's mouth and never be addressed.
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I

think

you have to really jump on

it,

as uncomfortable as some

teachers are dealing with that."

other teachers too talked

about the need to respond to incidents but the
act of

jumping on it" looks different to different people.
People talked about ways of working with the name-

caller in these situations.

Some felt that children who

call names have low self-esteem; they need to know
they did

something wrong but to be punished by suspension would

alienate them further and make and it more difficult for
them to really come to a new understanding.

Others felt

that the name-caller had done something hurtful enough to

warrant being suspended or punished severely in some way.
Here are the voices of two parents and one teacher.

The

first parent is a White father, not connected to the

incident
I've seen the way they've dealt with the racial issues
that have come up.
There are not a lot of them, but
they do come up....
I think trying to really talk to
the kids a lot; to talk it through instead of just
saying to the kids who were using the racial epithets,
"Don't do that.
That's bad." But really just to talk
the process through so they understand what the other
kid is feeling when they say those things. That kind
of openness and that willingness to take the time to
have those conversations, I think, really shows me
that there is something there.
And they don't dismiss
those kids.
There is a tendency I think on the part
of very liberal people to dismiss people....
We are
ashamed of them and we don't want them around. Or
they are just stupid hicks, which is a real classist
kind of thing to do. They need to be in the group too,
or they just get further out.

This parent saw the need to call the perpetrator on
his or her behavior but not in such a way as to disown him
or her.

He seemed to have seen times when White liberals
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simply condemned and distanced themselves from
other
(sometimes rural, working class) Whites with
racist

attitudes for fear of being guilty by association.

He saw

the action of this teacher as being a willingness
to seek
to understand the behavior in order to be able to
change
it

On the other hand, Alma had this to say about how

name-calling was handled from her point of view:
One called Maria, "nigger."
I definitely approached
that to the teacher.
They didn't do anything to the
kid, but they just talked to the kid who name-called
her.
I wish it was handled better, to tell you the
truth.
I wish they would have really taught that
kid
a lesson that calling anybody a nigger; I mean if he
was in the city, he would have got killed, because
that's not called for.
That's fighting words in the
city.
But it was handled.
They talked.
They talked
to each other and he finally apologized to Maria, but
that was months, months, months later.
Not at the
time it happened.
So things like that I wished they'd
really work on more, because my kids are dark skinned,
especially Maria. She does tend to stick out. The
school is growing and they might be getting more
people of color in that school and more issues are
going to come up, and if my kids were the beginning of
them finally realizing they need to deal with people
out there, they've got to start learning how to deal
with issues like that.

From Alma's point of view, by not being apologized to
until months later, her daughter was neither safe nor
respected.

She also comments that in some ways the boy was

in danger by not realizing the seriousness of what he said:

in another school he might have been hurt

The teacher, on the other hand, shared her dilemma

about how to handle the situation and talked about what she

did and why:
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I had this discussion about it.
It was very direct
He was really embarrassed.
it was also at the
beginning of the year
I didn't know him that
well, and I knew that it was the kind of thing
where I
can make him feel worse about himself to the
point
that he maybe won't say something in front of
me but
just be a more hateful person.
So we talked about it
for a while.
I told him that he might want
to think
about apologizing.

The year went on.
I did a lot of work with this
Other kinds of discussions that we had about lots kid
other things that he was actually very interested of"
in
t lk ng about ---Finally 2 months later, I asked him
S
i
whether he ever apologized. He said that he hadn't
and that he would never say anything like that
again....
He didn't realize how hurtful it was...
So I helped him sort of figure out how he could
apologize.
So he did.
He went over and apologized
months later.

Jack had this different reaction like we should have
suspended him. But I said, we could have changed his
behavior, or at least the kind of behavior that we
would see, but it wasn't until he started feeling
better about himself that he would make a change to do
that
That's what we do, I think, so well here. His selfesteem increased, and hardly ever see him put other
kids down.
That's so important because I find that
kids who really like themselves and are really able to
enjoy other people just aren't really hateful people.
To me that's more important than sort of learning
about issues from an intellectual point of view.
The teacher's work with the boy sounds successful but

what about the girl?

How could the teacher have better

protected the child of color and valued her self-esteem
while still lovingly challenging the perpetrator so that he
grew,

changed, and learned about how racism operates.

How

could she have integrated an analytical framework about

racism into their discussions without feeling she was just
intellectualizing?

How does a school express its caring
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for all students in both its disciplining and educating

(Charney,

1991)?

Whole-School Commitment
Some parents felt that incidents should be a school-

wide issue, addressed in

a

school-wide forum similar to the

response to the Anti-Semitic graffiti on the school.

All

students would be told that racial slurs are intolerable.

Others agreed that racial slurs were intolerable
and should
be handled on a school-wide basis but in more
informal,

less "top-down" ways.

Jack described his fears,

To the extent that we start appearing moralistic
to
ldren they start shutting us out.
They either
just sort of imitate the behavior in order to please
adults and that doesn't last long.
Or they react
against it, because it feels coercive to them in a
different kind of way.
.

,

The delicate balance is how to both direct change and

develop values while giving children the tools, trust, and
space to find their own way.

A key to this is how

comfortable teachers feel talking about racism, to what
degree do they find themselves acting to please other
people, and to what degree do they feel centered when the

issue of racism arises.

Jack described how he acted on a school-wide basis by

going from class to class instead of holding a whole school

assembly which he feared would put various individuals on
the spot and ultimately be less successful:
I went around to all the classes in the school to, on
the one hand, read the riot act to them about any kind
of behavior, language that was demeaning to another
child because of their race or religion or gender,
their family background.
I told the kids that there
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had been a number of incidents in the school that were
extremely disturbing to many kids and adults alike and
that they had to know that we didn't tolerate that.
We will not accept that kind of behavior again.
And
that there will be serious consequences.
He went on to say that the other part of his purpose
in going room to room was to dialogue with children about

what to do when they see something they are uncomfortable
with.

Out of that,

some students came forward and

courageously revealed some abusive dynamics happening on
the bus to and from school.

Pressure to have

a

school-wide response came from

those wanting immediate action and commitment including

strongly responding to racial or biased slurs, holding allschool assemblies around issues of race,

looking at hiring,

curriculum, the school environment, and encouraging parent

and community exploration of racism.

This pressure was

felt by some people as mandated and top-down, as criticism
of teachers and staff, and as insensitive and unaware of

the particular,

subtler ways that teachers see themselves

working with multicultural issues in their classrooms
already
At least five teachers were less interested in a

whole-school uniform approach and wanted to find their own
way that felt organic to them, connected to their process

with their classes, and linked to knowledge of their
students and the content of their study.

opposed to

a

They weren't

whole-school effort but the most important

thing was that whatever was done made sense for them with
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their students and enabled them a freedom
to do what they
felt would be the most appropriate.
Some teachers felt that students would spurn
anything
that felt top down, moralistic, or pedantic.
A teacher
talked about her students and the Black History
Month

assembly
When we had the assembly a couple weeks ago, I
was
little uncomfortable with that assembly, and I spokea
to the principal beforehand about how when we
planned
it so that it didn't sound like, "Oh we are
reading
this book for Black History Month and we are doing
this."
That was basically what I was doing in my
class, but I wouldn't present it at that assembly
I
wouldn't want people to feel like it is just this
token kind of thing. That its not like everything
else we do because it just makes sense to do it.
Kids
who are older immediately get the message that these
are adults' concerns.
They get a sneery kind of
attitude
Rebecca sounds like she was saying that the Black

History Month assembly was primarily an adult concern, and
seen as a morality message which older kids would ridicule.

Certainly the fear of coming across manipulative or preachy
is legitimate but by not acting there may be a message of

omission about how teachers and staff feel as a whole about
racism.

There is the danger, as Purpel (1989, p.120) says,

of "students losing out on the fully passionate

consciousness of a teacher's commitments" or, in this case,
a school's commitment.

There was an acknowledgement that multicultural

education is a process; that it takes time.

Jack said,

are not going to do everything all at once.

What we do has

to make sense for us as a community and as a school,
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and

"We

for kids this age."

Nieto (1994) talks about the necessity

of people doing multicultural education
in a way that is

appropriate for their circumstances.

The controversy then

becomes, who deems what to be appropriate, and
how is it
decided?

Some people interpreted lack of interest in
school-

wide initiatives around race as

a

lack of the Roadtown

community's deep commitment to this issue.

Two staff and

one parent questioned whether the school community was

really motivated to apply multicultural education as it

related to issues of race.

Peggy said:

Well, we are very progressive, educated, mostly middle
class, and we have yuppie tendencies in this town,
let's face it.
There is something about "I want to do
the right thing."
This is very cynical--and I don't
really mean it to be as cynical as this, but I think
that element is there... there is a feeling that we
should do this. That we should do this.
I d be
interested to know how many people really feel a need
to address the issue of multiculturalism in Roadtown.
'

Rena,

a staff person,

felt unsure about how much

connection people at the school felt with the need to do

multicultural education.
I am very confused about how to do some of that at
Roadtown.
Sometimes you feel that we are there up on
the hill and we are sort of in our own little bubble
and if we don't have to deal with it, then we don't.
But when we do have to deal with it, we are still
teetering on the fence, I feel.

Trevor wondered if the multicultural issues of race
and ethnicity that came up occasionally would ever really
be a central focus due to the lack of racial and ethnic

diversity.

He said:
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It is difficult for Roadtown to take a position
around
multicultural if when they do, it's more or less a
"good thing to do."
It's a moral position, not a
fundamental position or view of the way the world is.
It's a nice thing to do, or somebody is complaining,
therefore we need to do it. So I don't believe that
the level of commitment is such that will sustain any
ongoing, long-term awareness building serious kind of
an effort, and there are reasons for that, mostly
because Roadtown, as a town, is largely monocultural

The indicators of commitment varied from person to
person, depending on, as has been mentioned, people's

definitions, beliefs, and values.

The school, however, had

rewritten a vision statement and set itself five goals
against which it might measure its efforts.

This will be

explored further in the next section concerning changes and
suggestions for the future.
The Need for Group Leadership

Various writers (Helms, 1993; Sleeter, 1994; Lee,
1991; Ayvazian,

1994; Nieto,

1992)

for leadership in times of turmoil,

have mentioned the need
as an institution moves

from being monocultural to multicultural.

Advocates for

applying a multicultural perspective in school are much

more apt to have success if people in positions of
authority are visibly supportive of the effort.

In

Roadtown the superintendent was aware of efforts to address
the racial incidents that occurred, and the Taylors had

come to the School Committee with their criticisms and

suggestions.

Two school committee members also were on the

Learning from Diversity Committee for

a time.

The

principal spent many hours in dialogue with the Taylors,
children, and teachers.

He initiated the LFDC, helped the
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school set its five goals, invited me to do this
research,

and made efforts to fund artists and projects.

Yet,

at

some point, the school as a whole needs to carry the
impetus,

incorporating the intention in some on-going

structural form so that there is group leadership.

Very often organizations will develop a team or
internal task force whose role it is to manage and
guide
the changes the institution is going through.

Nieto

mentions this in her description of a school in the stage
of Affirmation,

Solidarity, and Critique (Nieto,

1994

)

.

in

this case, Jack, the principal, set up the Learning from

Diversity Committee.

It was originally constituted of

White parents and one parent of color, White teachers, and
school committee members, in order to provide a forum for

discussion.

Jack initiated the committee in order to

engage more people in the community:

"I

personal reasons, for political reasons,
reasons,

thought for
for social

for all these that it was best that we do it

together, and kind of open it up and see who else was

interested and start working on it."

He acknowledged that

this often needs a base of trust:

guess I thought initially that the Learning from
Diversity committee would be one group in which to
have these kinds of discussions; to do a kind of
report and to open it up for dialogue and get some
ideas from people about how to approach things.
Give
a chance for the teachers here to explain why they do
and don't like to do things in certain ways, or for me
to do things administratively, and for parents respond
to them.
We haven't gotten there yet.
I think the
group would have to work together long enough for
people to feel a little more comfortable and trusting
of one another before we could do that, but hopefully
I
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we can. Also hopefully we won't have an incident
to
discuss, and we haven't for a while.
Others who were on the Learning from Diversity

Committee talked about how they initially had lots of
interest and enthusiasm but found that it waned towards
the
middle and end of the year due lack of leadership,
focus,

and priority.

Vision Statement: Hard or Soft?
Differences about the content and amount
of time spent
on the vision statement was a contributing
factor to less

participation.

Many people were actually pleased with
the

vision and satisfied that the committee had been
able to
complete a project thought to be useful to the school.
Trevor, however, was disappointed.

He said:

The multicultural vision statement, when it first was
created, talked about the world at large.
It talked
about the need for multicultural experience in the
school as a reflection of the larger community and to
move towards some specific kinds of agendas. When I
read it the last time, it suggested that all of those
agendas had roots already in the school and there were
no real problems, but what was happening were
enhancements
The removal of the sentence,

"learning to look at and

change behavior that prejudges, stereotypes, or excludes
some people,

"

may have suggested to Trevor that the school

felt that it was further along the multicultural road than

he thought it was.

He seemed to be advocating all along

for "hard" multicultural education,
(Lee,

1991)

.

rather than "soft"

He lacked the energy to be what he felt was a

lone voice expressing unsupported positions.
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Other Activities: Hard or

Soft-.?

The committee differed on what kinds of
activities to
engage in once the vision statement was
completed.
These
differences reflected the pull between safer
community-

building events and more risky, perhaps controversial
discussions where the members of the committee would
explore personal issues of racism in order to
facilitate
those kinds of discussions with the larger community,
and

would look at policies and practices in school.
International potlucks or

a

night of ethnic music were

seen by some people as fun and non-threatening entries
into
the larger community; other people were afraid that

cultures would be trivialized and stereotyped and so were

hesitant to support the events.

One parent said she had

hoped it would examine the school's policies and practices
but wasn
"I

t

sure this was the agenda after all.

She said,

remember Sonia [Nieto] saying that you have to look at

the policies and practices of the school, and I'm not sure
that we are really going to do that kind of thing."

The

committee's time had been absorbed by doing the survey,

writing the vision statement, and discussing possible
events.

The task of examining policies fell through the

cracks.

It was these kind of logjams about how to proceed

that contributed to inaction.

Who Takes the Lead?
People were disappointed and tended to think it was

someone else's responsibility to take the lead. Teachers
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thought it should be parents; parents looked
to the

principal; and the principal felt it would be
inappropriate
for him to lead the group and that parents
needed to take
the initiative.
The teachers felt overwhelmed as it was
and thought they were doing their work by introducing
new
and improved curriculum units and by being there
willing to
talk out incidents when they happened in the classrooms.

They felt the parents should be the ones to initiate
work

with other parents and the broader community.
Parents tentatively tried out some ideas and

directions; they wanted to explore issues of bias in
themselves,

in the school,

and with the community but felt

somewhat dampened by what they interpreted as the

principal's lack of active support.

One parent said:

I think I had a pretty different vision of it in the
beginning, and I think that I'm not quite sure why,
but I feel like... some of his comments indicate that
he doesn't want us to get as directly involved in the
school as maybe I had thought initially. And maybe
that is appropriate.
I'm not sure how I feel about
that, and maybe he is just kind of trying to feel his
way along and needs to protect his teachers, which I
completely support.

She also said that she had thought of taking

leadership but felt too new and wasn't sure if

a

person of

color might not be more appropriate:

There haven't been a lot of people there.
There's no chair of the committee.
I'm sort of
toying with the idea of offering to do that....
I still feel a little awkward being such a new
parent to take too much of a leadership role,
because I don't really know the community very
well.... Also I feel like I would really like it
if people of color would want to take over and
just be sort of like an all White committee
saying what ought to happen.
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She,

however,

consideration:

followed that with another

"There are not very many people of
color in

the school so you don't want to lay
that burden on those

people either."
Jack felt loaded with many responsibilities.

He

thought parents were the appropriate group
out of which
leadership should come and thought that the
committee might
move more energetically if he was not the
chairperson.
One parent agreed with him in theory and went
further
in thinking that perhaps the principal
shouldn't be on the

committee at all in order to enable newer, less
established

people (parents or teachers) to think broadly and
radically.

Two other female parents mentioned feeling shy

and uneducated about multicultural education (though, in
our interviews, they most definitely had strong, considered

ideas and feelings)
The Need to Deal with Other Issues
It became apparent in the course of interviews that

there were other areas in which the community held

differing values and beliefs and that there might be a need
for a committee or group to facilitate discussions.

addition to racial issues there were

a

In

few other areas that

people identified as being part of multicultural education
and that could potentially raise conflict: the issue of
homosexuality, the needs of people of different faiths, and

differences in levels of education.
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In the process of developing the
vision statement one
set of parents expressed their openness
to children

learning to stand up against racism, but were
not in favor
of learning to stand up against discrimination
against gays
and lesbians. They wrote on their survey (all
comments
were anonymous)
The statement works wonderfully for things like
racism.
but could also be used as an argument for
tolerance of Ku Klux Klan or the teaching that a
homosexual lifestyle is normal which is contrary to
our Christian beliefs.
I love the standing up for
justice as far as racial bigotry goes. We'd like our
children to be comfortable with other races, with
physical and mental disabilities... with understanding
and being "aware" of other religions, to love all
people regardless of how they comply with our beliefs,
but not to be "comfortable with" many things we feel
are opposed to our beliefs.
.

.

.

For others in Roadtown homosexuality is a normal

lifestyle.

A heterosexual parent talked about how highly

charged the topic
crack."

is,

"It might be the hardest nut to

She came to this conclusion after having a

conflict with another family who so strongly opposed

homosexuality that they wouldn't let their daughter come to
the house because the interviewee approved of homosexuality

and had lesbian friends who were married.
In the course of the interview the parent realized

that talking about heterosexism and homophobia might well

be within the scope of multicultural education and

therefore might be addressed by the Learning from Diversity
Committee, of which she was a member.

She thought about

bringing it up but had hesitated, wanting to respect the
experience of the Black parents who advocated for a single
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focus on racism,

fearing that focusing on other "isms"

would detract from racial awareness and action.
She articulated the debate in the literature (DermanSparks,

1989; Ayvazian,

1994

;

Sleeter,

1994;

Pharr,

1988)

.

She said:
It's not that one is less important at all.
But
really you get down to tactics and strategy... if
people are going to withdraw their support for
mult icultural ism.
you might think that you educate
people about fundamentals about difference.... But
you could make the opposite argument... namely that
you won't really have touched the issue of difference
unless you touch all differences.
.

.

The interviewee felt that there was more consensus on
the need to address racism than there was on the need for

people to understand and accept, or at least tolerate,
homosexuality.

This issue has not yet risen to the level

of public debate within or outside the school, but it very

well may in the future.

Another instance of potential conflict was brought up
by a staff member whose religious holidays were not

acknowledged by the system, forcing her to take personal
time when others received institutionalized vacation time
for their holidays.

One staff person talked about how

awkward she felt asking, actually telling the principal
that she would not be coming in during Passover.

It

felt

uncomfortable and maddening that she had to use her

vacation time to take off what to her were important holy
days.

Christians took off Christmas and Easter, why should

she have to use personal time?
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She encountered no trouble

with the principal but found the system to be insensitive
and ignorant of her needs:
"We don't do that here."
What do you mean we don't do
that? I do that.
It's my way of life.
It's not a
way, and it's not a custom.
This is how I feel I have
to live my life....
I do feel that there is a need
f° r flexibility and planning of the year's schedule
or
timing

Her beliefs were not just quaint cultural customs
that

one learns while studying another culture
or religion; they

had real meaning with real implications for
time and
energy.

She is in the minority (though there were other

Jewish staff and families)

;

communities find themselves

debating how to negotiate differences around valued days
and what the implications are for creating a shared school

calendar
Differences in educational background was another
issue mentioned by two participants directly and by others

indirectly--part icularly in terms of newer families.

Lance

raised these questions:

A lot of the diversity that exists in the Roadtown
school is grounded in the educational levels of the
families.
That's something.
How do you work with
that?
It's something to reckon with somehow, but it's
delicate too.... How do you talk to kids about the
differences that exist in families with different
educational levels without really emphasizing the
value of the people who have more education in the
family and really undermining the people who don't?
How do these differences that Lance mentioned play out
in the school?
of the town?

How do they play out in the decision-making

How might the Learning from Diversity

Committee design events or programs that really do reach
out to the whole community?

In a small town near a

204

university and

m

the midst of a farming area the
tensions

between "town and gown" may arise. Parents
who feel
unfamiliar with educational theory and jargon
may be less
involved in discussions and therefore less
heard.

A parent talked about how risky multicultural

education can actually be considering the potential
clash
in values, needs, and beliefs that are touched
on
above.

He talked about the courage that it takes to really
carry

these issues all the way through the school and into
the

community
There is an awareness of the political statement that
it makes in a monocultural town.
Basically, to start
to talk about multicultural [education] is to invite
or to open yourself... to criticism and second
guessing and that sort of thing. And so one has to
take a leadership position which means it may be
fairly lonely for a while and kind of painful as well,
but you have to be willing to do that for the justice
of the issue.

These kinds of conflicts can be particularly difficult
in a small rural town in which community support and unity

are so essential for the survival and good health of the
school.

The Learning from Diversity Committee was looked

to with hope and anticipation, but then faltered to the

disappointment and frustration of many.

Not having a

strong group with agreed upon leadership and with

a

mandate to help guide the whole school community was
barrier on the road to becoming
And,

a

and the willingness to face potentially

controversial issues.
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a

multicultural school.

it is clear that such a group takes time,

trust,

clear

energy,

Children From Stressed Families
Besides these questions and issues concerning
biases
of all kinds,

teachers and parents and staff felt numerous

other pressures and concerns that were very
pressing
indeed.

There were two concerns closely tied together
that

came up: one was the rapid increase in students new
to the
school and its ways, and the other concern was the rise

in

the number of children with demanding emotional needs.
Peter,

a parent,

commented on the rapid growth in the

community and the disjunctures that result when many new

people with a variety of needs come into
knit community.

a small,

close

He saw a need for a period of adjustment.

He observed:

Well we seem to be a fast growing community.
So that
may be a part of it. The number of new kids that we
have coming in every year, depending on where they
come from and so on, is going to add an element of
diversity into the school. And also create a period
of adjustment, not only on their part, but for the
kids that are around them.
They have to fit in
somewhere. And kids have pecking orders and that all
has to be sorted out.
So while that adds an element
of diversity the kids are going to learn from, it also
presents some problems.
I don't think huge problems,
but a rapidly changing community is going to add that
flavor to it.

Already the school was gaining tremendously from many
of the new children who have come and already there were

questions about who adjusts to what and to whom.

Staff

were already finding that they needed to be aware of the
ways in which class, gender, race, and ability might be
part of how students "sort out the pecking order."
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Many teachers mentioned the growing number
of
behavioral problems; some attributed these to

the assumed

background of the newcomers.
Roadtown,

Will, a life-long resident of

felt that this need was particularly true
for new

families coming from poor, urban settings.

He said:

I feel like the families are different.
Kids are
different.
Kids coming from bigger cities.
[So this
is a population that's moved into Roadtown
or families
that have broken apart that have lived in Roadtown
for
a while?]
No, it's more the "newer" people coming
into town.
Seem to come from that kind of background.
It's more like an urban feeling to me.
It's a lot
^ fsnsnt
I t s a lot of that kind of poor, broken-up
family attitude that I've seen a lot of in my travels.

^

.

'

An accurate study of who actually is coming into the

school has yet to be made.

Others talked about the stress

families felt, and did associate it more as a newer

phenomenon but did not attribute the problems to any one
constituency.

Tom talked about the impact of the larger

society and its demands:
I think the people seem to be under more stress, seem
to be more in a rush, don't really have leisure time
nor I even wonder the coping mechanisms to really make
life manageable for them.
You look at the kids that
need emotional support, that seems to be higher, and I
don't think it is because we are looking at them any
better.
I think it is just society itself.
It's more
stressful.
There are more single parent families,
families in transition where separation and divorces
are occurring, in transition because financially
things are happening and they are leaving the area.
But I think that maybe the biggest change is the
amount of stress that everyone is under.

Along with the stress of families going through
divorce and blending with new families, children are
finding themselves with fighting and abusive parents, and
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perhaps with what seemed to be neglectful
parents.
teacher, said:

Jane,

a

1 S G
1 115 ° f klds bein
9 neglected, tremendously
?
f ?
neglected.
I see signs of kids being
manipulated.
ein 9 used in divorce and separation
against
siblings and against other partners.
So I think kids
are very mixed up.
It's no wonder they don't know how
to react to us adults, because they just
don't know
how to fit.
.

.

The problems seem to be more pronounced now than
in

other years.

More children need more special help settling

in and keeping their minds and attention on the
work at

hand.

One special education teacher, Margie, quipped,

Give me a child with a reading problem; what we used to
see as a problem seems simple now compared with family

pressures

.

People spoke of there not being enough money in the
school budget to be able to cope well with very emotionally

needy children.

Welcome as students with special education

needs are, one school committee member noted, their needs
are also hard on the budget.

need for more personnel.

Some teachers talked of the

One aide suggested that the rest

of the staff get training in knowing how to physically

restrain children after having to control

a

run off the school grounds onto the road.

"These are the

student who had

new skills needed for the Nineties" he remarked

sardonically
One teacher, Peggy, talked about her perception that
the salient differences between her students were not along

racial or cultural lines but were between those who feel
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loved and respected in their families, and those who
feel

criticized and inadequate.

These are the differences she

thinks of when thinking of diversity:
The reasons that kids are different don't, at
least in
my experience here in this school, have anything
with their cultural backgrounds. There are many, to do
many
more factors that are much more immediate than
that
I can divide my class into the
respected and
the disrespected...
the kids who are basically loved
and respected and taken care of in their families
are
just wonderful.
And they will respect other people
You probably don't even have to teach to them either
because they just naturally know how to do that....
If they are not being respected at home for who they
they are not going to learn to respect anybody no
matter what.

Certainly
children

s

a

loving family makes a huge difference in

ability to feel good about themselves and

hopefully others, but it is also important to look at the
pressures brought to bear on families that are struggling,

where there may be more anger, frustration, and despair.
Race and culture play
Peggy notes,

a

role along with other factors that

including poverty, lack of meaningful work,

and lack of an extended family support system (Conger and
Elder,

1994)

.

One teacher, Tom, asked himself if there were more the
school could be doing to help these disturbed children:

"Should we be doing other things that would help them get a

better sense of self and also help them to be able to cope
in the changing world that they are facing and the stresses

that are at home and here in school and elsewhere?"
It is not clear what the increase of these problems is

due to, though certainly Roadtown is not the only school,
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not even the only rural school,

to feel them.

juxtaposition of a steady staff and

a

The

strong school

culture, against a rapidly growing student population with

demanding needs, causes anxiety and tension.

As those who

have been there a long time do their best to orient and
integrate newcomers they are also being pushed to change to
meet the new and urgent set of needs that such a quantity
of new people requires.

These problems however,

seem to

spur the staff and faculty to continue
stressing the

importance of social skills and of creating the overall
climate of acceptance in order to help families and
those

new students adapt who enter disoriented, full of

potentially volatile feelings, and without adequate coping
mechanisms

.

Structural Factors

Participants and observations revealed another set of

problems that hampered giving time and attention to the
process of becoming a more multicultural school.

One of

these was the confines of space which caused friction and

prevented having

a big full library,

use of space within classrooms.

and constricted the

It also should be said,

however, that this same closeness also kept people in touch

with each other and gave them ample opportunity to work on
the social skills of living closely together.

The fact

that students and staff were able to get along in such

close quarters was a sign and a living testimonial to being
able to work out conflicts.
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Besides a lack of space both parents
and teachers
talked about the lack of other resources
as a problem.
parent said,

One

Another [barrier] is a limited resource
base, both in
terms of the facility that we've been in
and the
actual amount of funding that is available
to maybe
hire new people who would represent more
diversity as
a
P ChaSe curriculuin mate rials that would allow

usto

do th

Other people mentioned the lack of money for
buying
basic equipment like tape recorders, materials for

curriculum development, for field trips and exchanges,
and
for bringing in artists from different racial and
cultural

backgrounds who could stay in residence instead of just

visiting once.
An unknown future and ever-changing circumstances were

also seen as challenges.

At the time of the research,

people knew that they would have to leave the building and
move to a different one during renovations.

That meant

that they would need to bus the children to another town to
an empty space that could serve as an elementary school

There were two possible sites, and the final site was not

agreed upon until late May, quite near the end of the
school year.

This site was a good half hour's drive from

the town thus causing anxiety amongst parents and school

staff
An additional unknown was money and therefore staffing

and class arrangements.

There were lengthy discussions

about grade structure, such as whether there ought to be
two fifth grades or a fifth/sixth grade mixed class.
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These

decisions had to be made in order to
let parents know where
their children would be placed the
following
year.

knew,

however,

No one

if they would have more money
to hire the

necessary staff, so this decision, too,
was held in limbo
for some time.

The state was in the process of completing
the

Education Reform Act that would seriously
affect funding.
There was a new anti-smoking tax which would
provide some
unknown amount of money. There were also going
to be two

community-wide votes concerning the budget: one
would be at
town meeting to pass the next year's town--and
school-budget; the other was to override proposition
2K

(a

cap on

property taxes) and raise taxes once again to meet
the
budget for next year.

This,

too,

would not be voted on by

the community until after Town Meeting in the beginning
of

May
The ramifications of these unknowns consumed many

staff meetings that might otherwise have been devoted to

talking about next year's curriculum, working towards an

all-school theme, and analyzing the successes and
shortcomings of the Learning from Diversity Committee.
Also lurking in the background was another momentous

decision which would consume

a

good deal of the next year,

namely, whether to join a larger school district in a plan
for regionalization, a discussion many rural schools have
at some point.
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All of these issues had specific
deadlines to be met
immediately.
The result was exhaustion.
One staff person
said
I think there's a sense that
people feel of just
generally being overwhelmed- -that s been building
in
the school for the last few years and really
has
reached a threshold, really last year carrying
over to
this year.
It's too bad, but it's really because
we've been so crowded here for years. The building
should have been built two years ago.
Each year rooms
get smaller.
More and more kids. We don't have much
the way of materials.
The job has just gotten
harder and harder. We've had some kids in the last
couple of years who have been extraordinarily
challenging.
it's very stressful to work here.
'

m

Ellen talked about the challenge of holding onto one's

visions and goals in times of such rapid change.

She

talked about the question of:

how to keep our vision and our goals and not get
shoved down and disgruntled and discouraged? I think
people are really discouraged... the lack of funds...
the space problems that we've been operating under,
and the overcrowding. The way that we believe in
offering curriculum to children is getting further and
further away from that vision.
Scrimping and saving
and not having materials for years has really started
to build up.
I think people are feeling very
discouraged. And while getting children that are more
and more needful.
Peter attributed the root causes of difficulties

facing the school to power dynamics running throughout the

larger society.

He saw Roadtown's struggles as a kind of

microcosm of power imbalances that face the world.

He

remarked
I think we have to help people to realize that there
is very little to go around and we wind up fighting

with each other. Like children and the elderly, the
two poorest classes of people in our society are
competing with each other for limited resources.
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Regardless of one's analysis, the
school was feeling
the impact of the larger society.
During the course of the
study there were additional acts of
vandalism on the school
grounds.
One teacher talked about the influence
of the

media on student's imaginations remarking
on the numbers of
Ninja Turtles and other commercial
characters who show up

m

stories

A parent talked about the possibility
of cable
television coming into town, and, while some
find the idea
thrilling, others fear more influences on
their children
that they cannot control
•

There is a felt need to prepare students for
living

m

more diverse and complex world, and there is
a need to
equip them with the skills to grapple with the
legacy of
a

bias and inequity that they've inherited.

Rapid and

significant growth has caused crowding and has spurred
the

process of expanding and renovating the school.

The school

community can feel the ways in which the larger society is
fraying at the edges; there are children from families that
can barely sustain themselves physically or emotionally.

Resources, human and material, are strained.

All of these

issues require time, money, energy, and attention.

These

are factors that challenge the staff and parents of

Roadtown in their efforts to meet the educational needs of
each and every child as comprehensively and effectively as
they would like, and frustrate the efforts made to sustain
a continuous commitment to being and becoming a

multicultural school.
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Summary
The section on successes highlighted the
many

strengths Roadtown has in its ability to grow and
change as
demonstrated in the inclusion model, curricula,
staff, and
parent and community involvement. This section
looked
at

the difficulties this predominately White
school has as it
handles institutional racism, other forms of
bias, and the

day-to-day pressures of running a school.

In what ways are

the difficulties facing the school signs of
and

opportunities for growth?

The next section is a

compilation of the participants' suggestions and thoughts
about ways they could continue down the multicultural
road.

Section IV:

S uggestions

for Future Action

As a result of the discussions of both the successes
of and barriers to implementing multicultural education
a

large quantity and wide variety of suggestions for future

actions were generated by participants.

I

have drawn these

ideas from the interviews, staff meetings, Learning from

Diversity meetings, and informal conversations with
teachers and parents in the halls.

Some of the ideas could

potentially be implemented without much difficulty, others
require more resources.
The fact that many people made suggestions indicates
an interest in promoting change.

The kinds of suggestions

also indicate a desire, at least on the part of some, to
look squarely at issues of race and other complicated
issues, while understanding that the school is juggling a
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host of questions simultaneously. The four categories are:

More Meaningful Contact with People of Color and Others,

Learning About and Addressing Race and Diversity, Learning
from Roadtown's Diversity, and Helping Stressed Families.

More Meaningful Contact with People of Color and Others
There were a variety of suggestions for developing

more long-term relationships with

a

more diverse range of

people
Hiring Staff of Color
One of the strongest suggestions, particularly but not

only from parents with children of color, was to hire
teachers and staff of color.

It was thought that this

would help students, other staff, and parents.
Participants also thought that all children could benefit
from staff who were bilingual, and a number of teachers

hoped Roadtown would be

a

bilingual school at some point in

time
The question arose as to whether teachers of color

would want to come all the way out to rural, predominately
White Roadtown.

This was connected to the question of what

would make Roadtown

a

more attractive place for people from

diverse backgrounds to live.

Providing curriculum that

explored other cultures in-depth, creating a safe
environment, and establishing an ongoing committee whose
task it was to guide the multicultural process were all

seen as steps that might eventually attract families of

color to the area.

There still remained, however, the
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questions and concerns raised by Alma about
living in
somewhat isolated rural White community.

a

Exchanges
There were a couple of ideas for different kinds
of
exchanges.
One person suggested a plan where children

would switch schools with children in
for a six-week period of time,

a

more urban setting

the idea being that there

would be a more in-depth experience for everyone.

Another

person also sought a more meaningful kind of exchange than
had happened before and suggested that there be an ongoing

sister school relationship with an urban school.
case,

In this

students would be paired with their sister grade and

be in contact with them over the years, grade by grade.

Trevor encouraged the school not to stop efforts to connect

with very different populations just because of the initial
embarrassment, unease, or difficulty.

He said:

I reject out of hand the notion it [exchange] can't be
done because we don't have access or proximity or it
seems contrived.
You work at that.
It's the
longevity of that kind of effort that takes away the
initial sense of it feeling contrived. And that's
only sustained by having a committed vision.

Tony,

the sixth grade teacher,

thought that since the

sixth graders were learning American Sign Language that

perhaps there could be an exchange with one of the three
schools for the deaf in this region.

Another person

suggested the development of an intramural chorus or
theater group along the lines of intramural sports but with
the arts being the focal point.
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Visitors
Other kinds of longer term contact included
having

more artists of color in residence over
rather than for one performance.

a

period of time

Margie suggested that

teachers be sure to invite people from other
backgrounds
in,

but to speak about their passion or their
expertise,

not just focussing on their difference.

Margie also

proposed that children have a chance to interview
Roadtown

s

the visit.

many visitors, adding to the give-and-take of
Jane,

a

world traveler herself, suggested that

the school get hooked up to a computer network that would

enable contact with children around the United States and
in other countries.

Helms

(1993)

refers to a stage,

Pseudo-Independent,

in

which Whites will rely on Blacks for information and
teaching about racism, while in the Autonomy stage there is
a reciprocity.

It is important that in whatever

arrangement is developed that contact be, as much as
possible,

long term,

substantive, and mutually beneficial.

Engaging in these exchanges would definitely require
conscious prioritization: they take time, money, and

energy

Learning About and Addressing Race and Diversity
A number of people felt that issues of race and

diversity needed to be examined in all aspects of school
including curriculum, assessment, instruction, social
interactions, staffing/staff development, the physical
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environment, and parental and community
involvement,

There

was an assortment of suggestions along these
lines.
Learni ng From Diversity Committee
Lisa,

Iris,

Pamela, and Paula were some of the people

interested in the continuation of the Learning from

Diversity Committee.

Some parents wanted discussions in

which they could explore their own personal issues around
racism and the other "isms." They wanted to have a group
of people with whom they could develop trust and
honestly

look at ways they had been socialized and see what they

could do about it.

More Communication
There was a suggestion to help teachers and parents

know a bit more about what was happening in every
classroom, perhaps via the weekly school newsletter with

students being the journalists.

There were ideas about

expanding upon the existing cross-class sharing so that
children would learn more from other children.

Discussions about Social Identity
Iris and Paula, whose children held multiple-group

identities that are presently significant in society, were

interested in a forum for discussion both for themselves
and for their children.

Parents of students who were

biracial, or adopted from another culture, or who were

blending with families of color were interested in talking
about issues of identity, belonging, and how to help their

children know who they are.
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Some White parents such as Lydia also
thought it

important for their children to develop a sense
of cultural
identity.
Few Whites, however, talked about the need
for

White children to become aware of what it means to
be White
in this society.
There was discussion of learning about
racism, about the history of Native Americans and
African

Americans, but little discussion about Whites' role in

history and in social change.

Community Events
Other suggestions for the LFDC was that it present

programs for and with the larger community about issues of
diversity. There were suggestions that monthly events be

held including lectures, workshops, cultural events, films,
and international and ethnic potlucks.

Examination of Library Books
The LFDC had also suggested it organize parents to

examine books in the library for glaring stereotypes and

misinformation.

Others had suggested having parents and

children read certain multicultural books together in study
groups.

One person wished the school library could be open

during the summer time in order to provide access to the
new multicultural books purchased this past year.
Staff Development on Racism
Some parents, aides, and newer teachers said that they

and all faculty could benefit from some form of staff

development around the role of race in daily interactions
and student conflicts.

A few participants,
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though,

acknowledging the work of some, thought that more
teachers
and parents could be talking frankly about physical,
visible differences of all kinds.

They thought of this as

preventative work so that when negative comments were made
about these differences children and teachers would be
more
prepared to deal with them. One teacher said, "I guess
looking for opportunities [to talk about racism] is

probably what we really need to do.
them to arrive, but looking for them.

Not just waiting for
11

There seemed to be an awkwardness and lack of comfort
in working through these incidents and it was thought
that

some common discussion about racism would help.

Pamela,

who also teaches in another school system, after having

gained the advantages of some training herself, said:
Well I think teachers could use some training.
I mean
they come from a monocultural perspective, because of
where we live and the kids they've taught for years.
I think it would really help them to do that.
Just
because we are basically, not exclusively, White, but
we are 95% or whatever. You teach those kids long
enough that come from a European descent, I think you
don't realize the kind of assumptions you might make.
One of the hallmarks of multicultural education is
that it constantly examines beliefs, assumptions, and

actions.

Jane,

a teacher,

agreed that, though race is

mentioned in the school, there is need for more discussion
and learning:
I think we could stand some very direct teaching....
Use the materials that have been developed, and
develop our own, which would really deal with how we
can prevent stereotypes and how can we recognize the
ones that we already have.
You don't get rid of them
You have to get rid of them
by throwing them away.
through your process of reconciliation, and
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reconciliation means you have differences.
So I
think we could talk about those things. We do. We
do
a lot of talk in this school about race and racism.
And I think that is all to the good.
I think the word
should be said. We should become very familiar with
the sound of those terms
.

.

.

Some teachers were clear that they have a lot to
learn
but didn't want a training in which they
felt "taught."

Many had been teaching for years, and
have been continuing
to develop themselves and have found
some
kinds of

workshops simply not useful.

Their suggestions included:

M onthly Meetin gs Wit h Colleagues

.

Valerie's idea was

to meet monthly with other teachers in the
area who were

concerned with similar issues, rotating leadership and
location.

Peggy suggested that Roadtown teachers could

meet and problem-solve together about how to challenge
stereotypes, or handle incidents or other issues that came
^P

the course of daily teaching.

She said,

"I

mean to

sit down with other teachers and look at what we teach.

Look at the units that we teach that we consider

multicultural and come up with definitions of what that is
and also to take a look at it and see what we really are

teaching

.

Observing Other Teachers and Schools

.

Some people

were interested in being able to observe each other
teaching; some wanted the time to be able to go to mentors

they knew in the area and either observe or talk with them.
The sense was that teachers were familiar with the basic
facts about racism and other "isms" and now needed more
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specific ways of applying this knowledge in
everyday
teaching

Bringing in Experts

.

Joan said she wouldn't mind an

expert on racial issues coming in as long as he
or she

didn't lecture.
questions,

She would prefer it if he or she raised

shared his or her experience, and engaged

teachers in dialogue around particular points.
Some teachers and parents wanted to consult with
other

professionals about the role of race when working with
children of color with behavioral and emotional problems.

Margie said that she would really value the advice of

people of color who had gone to mostly White schools and
who might have ideas, suggestions, and

a

perspective that

could be helpful
It would help me to have people of color come and tell
me what it's like.
I don't know.
I mean I know what
it's like to have had my own special needs as I've
grown along, run through life, but I can't be
sensitive if I don't have people sharing with me.
I
don't know what it's like to be a person of color in
an environment where there aren't many people of
color

She suggested having a panel some evening or

developing an on-going group of people interested in
advising.

Listening to other people always has value, and

Whites who have been working with these issues for years,
Sleeter (1993) and Ayvazian (1994), remind us that it is
Whites' responsibility to be aware without totally

depending on people of color.

Getting input from people of

color who have been in the minority in predominately White
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schools is definitely

a

way for the school to inform

itself

Conflict Resolution Training
Some participants, mostly parents or teachers'
aides,

expressed an interest in some kind of conflict
resolution
training.
Everyone acknowledged that the staff
was

dedicated to talking things out, but some felt that
children might be even better equipped if there were
some

organized training in conflict resolution skills.

Parents

and teachers might also gain from this.

Expand the Curriculum
Peggy and other teachers wished for more ready-to-use

materials about other cultures that they could then adapt
to their class.

Rebecca and Tony, among others, wanted

more time and money to be able to create their own
curricula.

Ellen wished for contact with a curriculum

specialist who had access to books, maps, and posters, who

could come in and help teachers think about how to utilize
them in the classroom.

In terms of curriculum,

one aide

and parent thought that more classes could be learning from

other cultures both in the U.S. and outside it.

Some

wanted more in-depth studies and some wanted more breadth
by spending a shorter amount of time learning about a

greater number of cultures.
Rebecca talked about the possibility of teaching about
Cambodia, Tibet, and Puerto Rico in order to prepare

students for meeting children from those backgrounds later
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on in junior high school.

Lisa and Jewel were interested

m

having books available about gays and
lesbians so that
children from those homes would see themselves
reflected
there and to inform others that same-sex loving
families

exist

Learn Fro m Models in History

Tawna,

.

an aide, was

interested in seeing how histories of those who have
fought
against oppression and for justice could be useful in
figuring out how to act today.

Jack said,

"I

think that

there are people who have lived admirable lives and who

have found ways to embody qualities that are among the

9^^stest things that we can aspire to, and have been

courageous and made a difference.
learn about these people.

really

I

I

think kids should

don't think that we do that

.

Secon d Language Acquisition

.

Jane suggested getting

subscriptions to foreign language magazines and newspapers
and building on the informal Spanish classes held after
school.

Other people were interested in language learning

as well,

fueled by the success of the sixth graders'

enjoyment of American Sign Language and students'

excitement when other languages were used in the course of

teaching
Increased Integration of the Arts

.

Most of the

teachers took an experiential approach to teaching and a
few emphasized the power of learning about other cultures

through immersion, with creative right brain activities,
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using music and movement.

Rebecca also proposed that

African drumming and dancing become

a

whole-school

activity, skills that every child from Roadtown graduated

with over the years.

From Dewey (1944) to Gardner (1983),

educators have argued how well humans learn when our whole

being is engaged in imaginative inquiry and expression.
Fred said,

"I

think art is probably the single most

powerful multicultural tool, because that's the best way to

understand other people and empathize with their
situation

.

Learning From Students
It was interesting to note the number of times that

teachers mentioned how much they learn from students, how
important it is to listen to them when thinking about how
to do multicultural education.

At least four teachers

specifically said that students sometimes solve certain
problems better than adults, and that children can be wise
and come to creative solutions on their own.

Some parents

and teachers wondered how much they projected their own
feelings about their own experiences on their children.
The only way these comments turned up as a suggestion
was that students might have a more formal forum in

addition to morning meetings for giving their opinions and
feelings on school matters and structures.

In the past

year the fifth grade girls experimented with meeting
together.

Ellen,

a teacher,

reflected on the value of

bringing the girls together at
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a time

when they had been

hard on each other.

She also thought that the sixth grade

boys might do well to have a group in which they
could
talk,

share,

and work out a variety of issues.

Learning From Roadtown's Diversity
As noted above, a number of people acknowledged
that

though the school and community are predominately
White,
there are many other differences that can be learned

from.

Religion
The community is mostly comprised of various
Christian

denominations.

There are Catholics, Quakers, and

Congregationalists to name
Bahais, and Buddhists

— all

a

few.

There are also Jews,

of whom have rich cultural

traditions from which to learn.

Travelers

Many parents and teachers have traveled extensively
and/or lived in other parts of the United States and the
world. For instance, among the people interviewed some had

lived in or traveled to Bangladesh, Zaire, Iran,
France, Germany,
in the West,

China,

St.

Israel,

Croix, a Native American reservation

Columbia, Puerto Rico,

Poland,

India, Greece,

and Kenya.

Careers
In the larger community there are jazz musicians,

dancers, professors, and cabinet makers, as well as farmers

and health care workers, many of whom have experiences they

might be willing to share.
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Cultures Within Roadtown
Participants made suggestions about drawing on this

collective wisdom in the course of curriculum.

Some people

thought it important to get families to look at their own

culture and what it means to them.

Lydia,

a

parent,

said,

Really the values that kids learn about other people come
most strongly from the family and the home....

begin to be educated and to think

a

Parents can

little more consciously

even about their own culture, just to identify
[it]."

Another person thought there could be interesting oral

history projects where children might go out and interview
people in Roadtown.
Elderly and Oral Histories
Others thought that older people in the community

might be wonderful resources.

Children could learn history

through story and could become more familiar and

comfortable with the process of aging.
Ellen,

a teacher,

thought it would be mutually

beneficial if there were intergenerational services and

programs at the school:
My vision of building this school, when we put the
addition on, was that.
we would have a place for the
seniors beside it.
So that the seniors would be a
part of the school community to be supported through
the school nurse, the school physician, [and others]
as they needed to be....
They would be interacting
with the children in loving and caring and community
building ways.
.

.
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Class and Education
There were not only cultural differences
to be enjoyed
but also differences to be aware of that
might imply power
differentials
Lance said:
.

We do have class differences in the town.
We do
male/female differences of course, and we do have have
family background differences and religious
differences
There really are quite a lot of
in the community.
I don't know in terms
of social issues like racism and I don't know
quite
how to get at class issues in a school environment,
but I think it's a great idea to do that.
.

Lance does not have specific ideas for how to address
these differences but is aware that looking at them head-on

could be very educational.
^

fs^snces

them.

/

In his comments about

he acknowledged the delicacy of dealing with

How do you make children conscious of societal value

judgments about being wealthy or poor, male or female,
Black or White, while helping children to understand the

history and beneficiaries of those values, to question
them,

and be prepared to change them?
Helping Stressed Families
The suggestions here address the rise in the number of

new people coming into school and the rise in the number of

children with demanding emotional needs.
Parent Orientations

During a staff meeting it was suggested that there be

new parent orientations about the school as a whole, not
only about their child's classroom.

It was

felt that older

children who entered Roadtown after preschool or

kindergarten had

a lot to learn about the school
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culture of

acceptance, treatment of fellow students,
peer review and
critique of work, and care for the building,
property, and
equipment.
It was thought that if parents were
given an
extensive introduction to the philosophy, policies
and
practices, and rituals in the school, and were more
clearly
made aware of the expectations the school had of
their

children and of them as parents, then there might
be fewer

problems later on.

Clearer Expectations of Families
Ellen felt so disturbed by the lack of some parents'

involvement with their kids and their education that she
felt the school could be more proactive in getting families
to take better care of their children:
I think more and more families are under stress.
I
think that there are some families who aren't taking
responsibilities the way they should.
I think that
people are relying on different agencies too much and
not following through on things that they need to.
I
think it's all a spiralling kind of thing.
It's hard.
It makes it hard.
You see what happens to
children....
I guess that one of the things that I
think a lot about ... is do we need to put more demands
on certain kinds of things
Do we need to have more
ways to say, "Look, you need to do this."
.

More Financial Resources
One teacher hoped against hope that there would

eventually be a special education teacher for each team of

mainstream teachers but she knew that would require more
money.

Some teachers mentioned that, at some point, there

might have to be pre- and post-school day care for parents

who work and have no other arrangements.
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Social Services at School
Ellen, who has been working at the school
for some
time,

also would like to see the availability of
services

for families at the school,

for the elderly and others so

that the school truly serves as the community center
it

already is in so many ways.
Summary

Many of these suggestions are ideas that the school
may well be able to carry out on its own; some are also
plans that need financial support.

Most of the

participants trust the resourcefulness of the school and
have worked hard to successfully gain the support of the
community.

Their challenge will be to agree upon their

priorities and mobilize the time, energy, and focus to
follow through on this extensive array of suggestions.
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CHAPTER

5

CONCLUSIONS AND IMPLICATIONS FOR RESEARCH
What Is to be Learned

This study began with the questions: How
does one

small predominately White, rural, public elementary
school

define and implement multicultural education?

What are

their successes and what are their challenges?
In Chapter Four

I

presented the themes that emerged

from interviewing and observing staff and parents at

Roadtown school, examined the school's vision statement and
individual definitions of multicultural education (or the
lack thereof)

.

I

also reviewed the successes and challenges

as well as offering suggestions about the process of

becoming a school with a multicultural perspective.
What is to be learned?

What advice does this yield

for other small predominately White,

rural elementary

public schools in the United States who want to prepare
their students for

chapter

I

a

diverse and complex world?

In this

will review the data very briefly, examine

factors that helped the school succeed in reaching its
goals,

factors that inhibited it, and characteristics of

the change process.

The final section will address further

questions and outline areas for further research.
Brief Review of the Year

Roadtown is a school that has been working for years

with concepts such as equity, inclusion, and valuing and
accepting oneself and others.
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Multicultural issues, like

waves, have risen time and again, each time
focused around

particular problems that offer

a

different light on the

subject but which, nonetheless, cause staff and
parents to
reexamine, reaffirm, and change what they are doing.
As

discussed in Chapter

3,

this study was conducted in the

course of a wave of awareness that focused on race
and
racism, brought to the surface by the concerns of
the

Taylors, African-American parents, and of Alma.

Their

concerns caused teachers and parents to look broadly at
issues of diversity and what they meant at Roadtown.

The vision statement was reworked to address a

rededication to preparing children to live and lead in
diverse world.

a

It stressed the concepts and values held by

the school over time.

It pointed out the need for contact

with people of different life experiences, the need for
safety,

for respect,

for a school environment that nurtures

and supports self esteem.

It urged that children learn to

stand up for justice for all people.
Participants' definitions all touched on the above
values.

One of the key differences among participants,

however, was the significance of racism in the midst of the

school's overwhelming set of tasks and concerns.

There

were some who felt that the school urgently needed to
examine curriculum, evaluation strategies, discipline--all
its policies and practices for signs of racism.

They

encouraged self-ref lection about racism by the staff and
parents through staff development of some kind, and they
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wanted the school as a whole to make a clear public
statement against racism.

Those who expressed the most

urgency linked their strong feelings to meaningful
relationships with people of color.
There was no one who was unconcerned with racism, but
there were others who felt an urgency about other

differences or other demands.
Peggy,

There were some,

like Linda,

and Tom, who felt more pulled by the needs of

children who came from fragmented and un-nurturing
families
regardless of the racial or ethnic heritage.

These

teachers were more absorbed by the needs of children from
all or any backgrounds who had less self control and less

self-esteem than others.

Other participants had a more

personal relationship with other forms of oppression such
as Jewel's concern about heterosexism or Tony's worry about

discrimination against the deaf; they felt more urgency in
addressing these problems.
In the past year, Roadtown has made an effort to be

more aware of issues of racism and other issues of
diversity.

The school is in the midst of an ongoing

process of responding to issues of diversity and actively

integrating a multicultural perspective into all aspects of
daily life.

Teachers expanded and created new curriculum;

the school bought and teachers used more children's

literature from

a

broader range of cultures; teachers

brought in more visitors of color and made more relevant
field trips; the walls had more posters and art work
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reflecting a wide array of racial and cultural images;
and
the principal established the Learning from Diversity
Committee.

Judging from the concerns of parents with

children of color and the numerous suggestions participants

made in Chapter

there is a lot more to be done.

4,

The

data revealed both subtle and direct forms of
racism that
exist in the school (see Section III in
Chapter 4)
There
was also potential for other conflicts
to arise among
people with strongly held, contrasting
values.
.

From reviewing the data,

conclude that the following

I

factors contributed to the school's successes in
achieving
a

more multicultural approach to education.
Factors of Strength

Staff

Having a committed, experienced, open, and imaginative
staff is key to the success of any school's multicultural

process

(

Ladson-Billings

,

1994; Lee;

1985;

Pennock, 1993

Jack's initiative in setting up the Learning from Diversity

Committee and helping the staff formulate its goals for the

year came from
issues.

Ellen,

a long

Fred,

career of working with multicultural
Tom,

Tony,

and Joan have been with

Roadtown Elementary for twelve years or more; Rebecca,
Linda,

and Martha have also been there for some time.

Based on discussions of the definitions of multicultural

education and my observations,

were dedicated to

a

I

found that these teachers

philosophy of child-centered education

and valued life-long learning.
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They have worked with a

number of principals who have helped
invigorate their
visions and integrate those of new staff and
incoming
parents
By their own admission and based on
parent

observations, this is a staff who love their work,

pay-

attention to detail, appreciate depth and complexity,
are
open to change, and have a concomitant faith in problemsolving, difficult as it may be.

With the help of teachers

who are part of the hiring process, Roadtown has worked
to
be a school of pedagogically strong teachers who put their

ideals in the form of practices and methods consistent with

their values.

Roadtown teachers demonstrated that the most effective
efforts in bringing a multicultural perspective into the

classroom were made by teachers who felt

a

personal

interest and connection with what and how they were
teaching.

The more comfortable or excited teachers were

about the material the less forced it was.

Tony excelled

in teaching about discrimination against the deaf; Rebecca

had enthusiasm for teaching about discrimination that Black

musicians have faced; and Fred taught the Civil Rights
Movement partially through poetry, a form he loves.

When staff agreed to work towards the five goals of
creating curriculum, expanding existing curriculum,

bringing visibility of people of color into the school,
expanding the literature, and doing

a

whole-school theme,

they controlled the content and made the goals their own.
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The reluctance to put a lot of energy
into the Black
History Month assembly and the decision to
postpone doing a

whole-school theme indicated that when the staff
felt
mandated or pressured to act as one group, the
enthusiasm
waned

New staff, aides, and new parents brought fresh
perspectives, candid observations, and useful feedback.

Tawna

Rena, Valerie,

,

and Jeannie had come from other

school districts which had been grappling with issues
of

diversity.

Jane and Haleh came from life experiences that

provided insight into culture, race, and power.

To the

degree a school can tap the wisdom of those who have been
in the school for a long time and blend it with the views
of newcomers,

a school

may be able to make the best use of

everyone's collective knowledge.

Many of the staff talked about always growing and
learning.

Roadtown teachers are the first to acknowledge

that they "have not arrived,

seeking to improve."
process,
with;

I

"

and that they are "always

One teacher said,

"I

definitely am in

that should be the clearest thing you come away

don't think

I

have reached the pinnacle at all."

Ellen talked about how she views herself as an

evolving teacher: one who has to have faith that she will
change to better be able to meet the needs of children:
I realize that I am and always will be in a process of
evolving as a teacher and all these things kind of
work their way in the timing that they do and in the
right way.
I have to have that trust and faith,
because otherwise I would get very overwhelmed. We
all would.
It's such an overwhelming task to be with
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311 thlS

education

and t0 be res P° nsibl e for their

This interest in and ability to change
allowed for

flexibility,

inquiry, and problem-solving in all
aspects of

the school's life.

Curriculum
Teachers engaged students imaginatively in academic
content so as to understand issues in-depth both

intellectually and emotionally.

Jeannie made elaborate

masks in her Egyptian unit; Joan and Helen helped
children

make wall murals depicting the Montgomery Bus Boycott;
Rebecca brought in visitors to teach drumming and dance.
As David Purpel says,

"Change by definition involves re-

creation, and creation requires the full use of all

imaginative capacities

— play,

intuition,

analysis,

conceptualization, and the body mind and spirit"

(p.

135).

Teachers taught in an interdisciplinary fashion.

Children's literature, music, art, language, and community
involvement were integral parts of how and what students
learned.

Students had contact with resource people from

outside the school and went on field trips, bringing to
life information not available at school.

Teachers emphasized critical thinking and in-depth
study.

Jeannie 's focus on analyzing smoking advertisements

encouraged children to look critically at the media.

worked to help children look for stereotypes in
read during her Native American unit.
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Peggy

book she

Tony reviewed and

discussed current events with his sixth
graders on a daily
basis in morning meeting.
Rebecca spent about three months on her AfricanAmerican unit; Tony spent about two months
teaching about
Human Development; Jeannie engaged her fifth
graders with
Egypt throughout the fall.
in each of these cases students
had time to learn about contradictions and complexity.
They had a chance to ask questions and to follow up
in
further research.
Some units focused on cultures or histories not

usually covered in textbooks.

Fred,

about the Civil Rights Movement.

Helen,

Peggy,

classes learned from Native Americans.

and Joan taught

Fred,

and Tom's

Jeannie 's students

learned about women and people of color as well as European

Americans in their inquiry into inventions.

Linda's

students read about the life of girls and African Americans

during the eighteenth and nineteenth centuries.

Students

at Roadtown were exposed to the lives of people who are not

always a part of elementary curriculum.
Basic Shared Values: Inclusion and Openness
As was pointed out in the Vision and Definitions

section,

there were some shared basic values that enabled

the school to articulate the vision statement and its staff

goals.

Though these were not as specifically anti-racist

or anti-bias as some participants would have liked,

there

was an intention to teach children about inclusion,

emotional and physical safety, understanding differences
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and commonalities, critical thinking, and standing
up for
justice
This commitment went alongside other educational
values,

such as respecting and drawing upon student

knowledge, instilling appropriately high expectations

through peer mentorship, and engaging students
experient ially in their learning.
As Nieto (1992)

says, multicultural education needs

to be pervasive and must be for all students.

It needs to

be evident in the policies and practices of the school
and
in the environment.

The school policy of integrating each student into

mainstream classrooms with special education teachers teamteaching with classroom teachers provided a foundation for

acknowledging all children's individual strengths and
weaknesses.
a

Carol,

the student with cerebral palsy, became

self-appointed teacher to others.

Undeterred by her

disability, she participated frequently in school

performances, played with children on the playground, and
spoke up against students who teased her.
the inclusion policy,

In tandem with

teachers in every class talked about

helping students recognize that they all have different
strengths and weaknesses, that they all have something to

offer the community as a whole.

Assessment tools were designed to help children rather
than simply judge them and place them on a statistical
curve: portfolio assessment, no letter grades, narrative
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reports to parents, heterogeneous groups, and peer

critiques all were forms of feedback to students and ways
to determine academic progress.

topics,

In-depth study of various

cross-grade teaching and learning, a whole-language

approach to writing, morning meetings, and flexible periods

were practices that expressed and reinforced inclusion and
respect for each individual child as important values.

Roadtown's inclusive special education program is

backed up by state and federal law.

One of the teachers

had grant money to travel and visit other special education
programs.

There is no underestimating the impact of such

kinds of institutional support on underscoring the value of

accepting children with special needs.

The school's

initiative to receive grant money for exploring portfolio
assessment,

for looking into teaching math with computers,

and for garnering support for one teacher to travel the
state teaching whole-language reading and writing

contributed to creating a place of openness and learning.
By the end of the year the principal and some parents and

teachers were looking for similar outside institutional
support to bring in an African-American drummer to be an

artist-in-residence for at least

a

As Roadtown participants said,

couple of months.
schools can benefit

from examining the already existing differences and power

differentials that exist in their own communities (Nieto,
1992, Ayalon,

1993).

They can recognize the diversity

within the community and do all they can to encourage
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inclusiveness, with an interest in all voices
being heard.
They can also examine ways that the community
as a whole
can address inequity and distress.
Some teachers talked about their concern for
students

who came from stressed and fragmented families in
Roadtown;
their interest was in making sure these students,
from

whatever ethnic or class background, were helped to
feel
included, accepted, and respected.

The problems these

families and their children faced seemed to be due to

a

confluence of pressures interrelated with economic and
social class, race, gender issues, and isolation.

Teachers

expressed concern for children from these families and were

actively looking for ways to understand and address these
problems
The need for meaningful community is tremendous.

Roadtown is struggling with the impact of the larger
society on the attempt to build community.

Ellen's

suggestion to have social services at the school and to
integrate the elderly in the community are ideas for

bringing people together even further, making the school
more than just a place in which children are educated.
At Roadtown there is a baseline of love.

One report,

Voices From the Inside (1992), concerns the primacy of

relationships in school life.
in this study suggest,

As the participant comments

the teachers and staff demonstrated

a great deal of caring for each other and for their

students: Valerie noted teachers helping children who come
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wl thout lunch money or lacking the
right clothing.

Peter and Margie noted physical affection,
and Pamela
commented on the teachers' warmth towards
each other and
the children.
This is not to deny the difficulties
between children
and between adults that are caused by very
real

differences.

Roadtown had plenty of those: Darius and

Maria were victims of racial name-calling; Alma
and Rebecca
disagreed on how to handle an incident; and Iris
disagreed
with the psychologist on how to interpret her son's
drawing.

Being caring and compassionate does not guarantee

an awareness of the dynamics of racism,

sexism or classism;

it does not guarantee knowing how to rectify
inequity or

how to heal the pains of living in this imperfect world.
But the love people had for each other and for

students created an openness to change, an openness to

criticism (to differing degrees) and, for some,

a continual

dedication to better meeting the needs of the students.
The fact that the school community created and reached for
its five goals for integrating multicultural education,

that they wrote a new vision statement under the auspices
of the newly created Learning from Diversity Committee--

limited as it was--and that they allowed me, a researcher,
to come in and observe them as they traveled the

multicultural path, were all signs of
learn and change.
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a

willingness to

Small School
Lane,

Pamela, and Haleh all commented
on how the
smallness of the school added intimacy
and a family feeling
to the school.
Pamela had been impressed that the
fifth

and sixth grade teachers had known
the new kindergartners
within the first few months of school.
At Roadtown the

teacher-to-student ratio was low,

worked to achieve)

,

(something the school

which enabled teachers to create closer

communities within their rooms.

There also was also plenty

of interaction between classes.

Part of this was due to

conscious curriculum choices such as having the
sixth
graders read to the second graders, and part of
it was due
to the physical layout: classrooms had no
doors,
thus

causing constant interaction between students of
all ages.

Another aspect of this small rural school that seemed
to work to its benefit was that a number of
teachers were

parents of children in the school.

This certainly made

them feel an extra commitment to the school and to the
community.

With the support of other parents they were

able to speak up in town meetings as employees and

employers and so were forceful in gaining the support of
the broader community

.

They had relationships to maintain

with Roadtown residents and good will to uphold as best
they could.

These relationships and the need to sustain

them can, however, sometimes inhibit necessary criticism
that might also be of benefit to the school

.

Depending on

the depth of the relationships it may also enable difficult
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discussion to happen because there is
a foundation of
trust
Involved Parents
Parents, other than teachers, were
very involved in
the school.
Though the parent council was inactive
until
the moving date drew near, individual
parents were

constantly helping with field trips, special
events, the
silent auction, the school play, and the
sixth grade
spaghetti dinner. Nine parents with a strong
interest in
diversity issues had originally signed onto the
LFDC and
actively dialogued about multicultural curriculum
with
their children's teachers. One offered expertise

in songs

from different countries, and another taught art
from

^

^

eren

t-

cultures.

The fact that many parents were

involved strengthened the school and confirms research
that
suggests that children are taught best when families and
schools can coordinate their teaching
Comer,

198 0

)

(C.

A.

M.

Banks, 1993;

.

Community
The community was one of Roadtown's strengths.

The

teachers and parents had worked very hard over the years to
gain the support of the larger community in raising the

necessary taxes the school needed.
small town,

Because it is in a

the school physically already serves the needs

of other community members by being a gathering place for

town meeting and other activities like basketball and

aerobics
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The community as a whole has both
traditional and nontradit ional families.
The culture in the community
is a

combination of retired farmers and rural
laborers,

university-related professionals, and adult
"baby-boomers":
"Maybe we are all middle-aged hippies,"
Margie
commented.

To some people like Lance,
felt open and welcoming.

interviewed,

Pamela,

and Rosa the community

To Alma and possibly others not

it felt different and uncomfortable.

Though

both Rosa and Alma were of Latin American
heritage they had
different comfort levels being in the community
and their
children had different experiences at school.
Valerie,

Beth,
a

and Rebecca all expressed interest in Roadtown
being

place in which people of color would like to live.

Peggy

articulated the self-consciousness that often accompanies
the influx of people from diverse backgrounds entering

somewhat homogeneous communities.

I

think Roadtown is

striving for a sense of definition that holds the community
together and that is, at the same time, porous and flexible

enough to invite and be changed by newcomers.
Though Roadtown is in a rural area up on a hill, and

people can feel isolated from the rest of the world, it is
not too far from a university and other educational

institutions.

Many parents either had attended, were

enrolled, or worked at one of the nearby colleges.

School

field trips included visits to a college Japanese tea
garden,

a

sound and hearing laboratory, and a professor and

practitioner of gospel music.
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Parents took their children

to after school cultural events
sponsored by colleges.

There were teacher workshops of all kinds
generated by
colleges working together to serve the
surrounding public
schools.
Though some people in school felt a sense of
seclusion, Roadtown Elementary definitely
was able to draw
upon many available resources.
All

m

all the factors that contributed
to Roadtown'

success in becoming a multicultural
school were the staff's
focus on inclusion, acceptance,
and respect, translated
into the daily practices and
curriculum of school,
facilitated by being a small school
well-connected with
parents and the community.

Inhibiting Factors
The data also revealed factors that were
stumbling

blocks along Roadtown 's multicultural road.

The challenges

that participants wrestled with are part of
the process.

Ambivalence About the Role of Race
The biggest factors inhibiting the school from
moving

along the multicultural road were discussed in
Chapter

4.

Many of these challenges concern race, whether in
curriculum, in racial incidents, or in classrooms with few

children of color.
race,

There was a degree of discussion about

an awareness that racism exists,

is destructive,

and

is to be watched for in books and media.

However, there was also a self-consciousness and some
denial,

as well as obliviousness to the racial dynamics a

child might feel that a White adult might not be aware of.
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The more the school is able to
understand the role that
race, and other group identities,
play in the development
of a person's overall self identity
and self esteem, the
more comprehensive their multicultural
approach may be.
Fred's statement is instructive: "You've
got to help kids
figure out their identities, and as
Americans, that means
dealing with issues of racism because it's
seminal to

American experience."
The school contends with such an overwhelming
number
of demands that the necessity of dealing
with racism

consistently and thoroughly can easily be drowned in
the
sea of other pressing needs.
a

The Taylors' action served as

reminder to this school of its already existing values.

Though it was difficult for a staff who had long ago
made a
commitment to the inclusion and safety of all children to
hear that they may not be dealing with racial incidents as

adroitly as they might, their concern for the students

compelled them to listen and look at what they were doing.
Predominately White schools need to teach about and

grapple with racism whether there are students of color in
the school or not

(Howard,

1993;

Sleeter,

1994).

The fact

that there are a few students of color makes the need to be

aware of the role of race very clear.

In this society,

at

this point in history, with racism as rampant as it is,

there is a danger that those students of color will be

targets and recipients of other children's and some adults'
ignorance,

internalized attitudes, and beliefs (Tatum,
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1987; Boutte,

LaPointe, and Davis,

1993).

called Darius names, who called Maria

a

The children who

"nigger," who said

that Gabriel "was a good friend but
he's Black," are

carrying out society's instructions about
how to make value
judgements based on skin color.
The drawbacks of the lack of racial
diversity can be,
as Rebecca said, that children of color
have fewer fellow
students of color reflecting back a sense of
group identity
and affirmation. As Rena's remarks revealed,
they are

sometimes expected to be representatives of their
groups.
Alma's comments about missing her Puerto Rican
community

suggested that some students may feel outside of a
cultural
milieu that is a part of the fabric of their being;
and as

Haleh

s

remarks about students from other cultures

indicate,

some students might have conflicting calls for

group allegiance.
The dangers of a lack of racial diversity for White

children might be, as Rebecca states, that White children
remain ignorant of the knowledge of themselves as White or
as being part of a culture.

They may sustain a view that

the center of the world is naturally and primarily White,
viz.

the students' surprise in encountering the all-Black

group,

Project Concern.

As many parents like Lance and

Mark expressed, White students may have fewer
"opportunities" to be confronted with their own racism and
to learn from those confrontations and to change.

Lydia, a

White parent, also acknowledged how much racism is part of
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the world in which we grow up.

am to some degree racist.

I

she said,

assume that

"I

think that we all are.

I

We all

come with limitations in our ability
to accept and
understand
We learn them, and I know that I
learned
them.

"

Because there are so few children with
darker skin at
Roadtown they are in danger of becoming the
lightening rods
for other children's socialization
around race.

These

incidents only bring to the surface attitudes
and beliefs
that children are absorbing all the time.

Judging from the literature that discusses the
important role race plays in the development of
identity
and self-esteem in children, Fred and Lydia's comments
suggest taking a direct approach to talking about and

challenging racism in school.

(Derman-Sparks

1989; Hopson

,

and Hopson, 1990; Pine and Hilliard, 1990).

The school's

articulated strategy to examine attitudes and assumptions
is pertinent here.

As one White parent said,

"I

guess

I

felt more like the adult community needs to examine our own

racism."

Many people, particularly parents and aides,

expressed a real interest in doing this.

One of the

problems was time--competing demands such as preparing for
the move, deciding on grade structures, and planning and

conducting end-of -school activities took priority and made
it hard to find the time to have these deeper,

more difficult, discussions.
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and perhaps

Ins

talked about the wounds she feared
her children
[of color] will experience.
Though she knows change takes
time ideally she'd like it to happen
now:
1 think we have
to be realistic about how much can be
done.
We can't solve
everything.
But I do want it [racism] solved.
And I
definitely want it solved before Theresa is
11

in

kindergarten

I

feel an urgency."

iris knows full well

that racism will not be solved in two years
but she is

expressing her strong desire to protect her
daughter from
potentially rough road.

a

Tatum confirms the concern of parents of color
who
have sought good public schools,

"and then watched both the

school and their children's performance closely.

recognize the potential hazards in the system"

.

.

.

They

(Tatum,

1987, p. 73)

An inherent responsibility of educators, both parents

and teachers, is to be aware of manifestations of racism.
As Tatum says in her study about Black families in White

neighborhoods in California:
The painful truth is that no amount of classroom
monitoring or talks with the teacher can prevent some
child some day from attacking your child with the sixletter word, "nigger." Almost every parent has
anticipated the pain of that moment when their child
comes home, stung by its virulence....
There is no
universal agreement of how such incidents should be
handled.
To ignore or retaliate?
(p. 75)
To see such parallel findings in California

underscores the importance of awareness on the part of

White teachers and parents.

The Taylors' sentiments were
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not unusual or out of place,

though undoubtedly every

situation is unique.

Tatum also noted about the parents in
her study, "that
their own vigilance in monitoring the
schools is yielding
positive results." Some teachers at
Roadtown may have seen
the Taylors' original protest against
a series of
racial

incidents involving their African-American
son and their
demand that the school directly address
racism on an
institutional level as being overly blaming,
and one-sided.
All relationships are a two way street
and no doubt the
Taylors can also self-reflect about what
they might do to
improve life for their son, but they were
not alone in
their concerns; other parents shared them.
The parents'
actions, combined with openness from most
of
the rest of

the school, brought a wave of additional
efforts to bring a

more diverse perspective into the whole school.
Roadtown seemed to be grappling with all the feelings
that come up in the Contact Stage discussed by
Janet Helms
(see Chapter 2)

.

Children of color have been in the school

before but, as mentioned, this was the first time in the
recent history of the school that African-American parents

had brought up the issue of institutional racism, with

implications about Whites' roles sustaining an oppressive

system based on skin color (see definition of racism in
Chapter

1

)

As Helms describes,
to this kind of protest

there are a variety of responses

— some

people will contract, resist
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and/or reinforce their negative views of Blacks.

Others

may be clouded with feelings of guilt and selfconsciousness.

Some people will understand the contact,

the conflict, and the subsequent discussions as
part of the
long, sometimes not-so-pleasant healing

process of working

to eliminate racism from schools and
society.

Roadtown has its array of people on this spiraling
continuum of racial identity development.
Among the Whites
at Roadtown there are many who have
had experience in mixed

schools and communities.

There are some,

like Lance and

Lisa, who are veterans of struggles between
Whites and

people of color and have seen the growth that can emerge
from conflict if parties are open and willing to self-

reflect and dialogue intensely.
It appears that as the school goes through conflicts

like the one initiated by the Taylors' protest,

it will be

less fearful of those conflicts and increasingly deft at

viewing all aspects of school through
racist lens.

a

multicultural/anti-

The school's ability to self-ref lect

problem- solve and then, with the help of parents, create
ways to make children with special needs feel safe and

valued is

a sign of the school's

when it is brought to awareness.

ability to address a need
Jack,

a staff person,

talked about stages involved in working with difficult

multicultural issues:
I think that we have to go through some stages, and
one of the stages is going to be a certain amount of
resistance. We just have to keep working through it
and reassuring people and helping them feel like they
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are not under a magnifying
glass and nntIS here to find fault with
them bSt ?h

a
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There is a delicate balance between
keeping a vigilant
eye out for incidents that need
to be addressed and
remaining flexible, open, and
thoughtful about such
incidents.
Enid Lee talks about the importance
of keeping
a
critical posture" while remaining
always in
the

"discourse of possibility."

The school exhibits its

commitment to possibility and potential
by doing its best
to help each child grow and learn.
It in fact needs that
commitment to cope with the challenges of
institutional,
cultural, and personal manifestations of
ingrained racism
that are reflected in housing patterns,
occasional student
interactions, and adult lack of awareness.

Need for Leade rship and Staff Development
How can the effort to better understand issues
of

diversity be sustained throughout all the tuggings and
pullings of daily school life?

mission of the LFDC

.

This was the original

It succeeded in part of its mission,

but wasn't able to identify leadership to help participants
into their own assumptions and beliefs or to find

ways to do that with the greater community.

Its members

were pulled to other needs such as organizing for already
scheduled end-of -the-year events and planning for the big
move to the temporary school
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The lack of agreement about
leadership from either
parents, staff, or administration,
or the school district
left the school unclear about
how it would follow through
on its initial goals.
The fact that the committee
did not
formally decide to stop meeting,
that no one initiated
another meeting after March, and that
no one talked about
what would happen the following
year could be seen
as a

statement of lack of commitment to
diversity issues.
members of the LFDC felt that everyone
was simply

overwhelmed and unable to do anything else.

Some

Jack remarked,

"Staff have said very openly to me for
some length of time
now, we can't take on any more new
things.
We've got to do
fewer things
it's just all we can do to try to get

through the day."

Multicultural education is an attitude and
perspective, as well as a process which takes time
to
develop but is also a state of mind that can
be operative

while viewing all other questions and decisions
(Nieto,
1992; Lee,

1992).

Having a thorough, school-wide, ongoing analysis of

how race, class, and gender operate within the society and
the school might go far in ensuring that each child and

family feels valued, safe, included, and better prepared
for living and leading in a diverse world full of conflict

and communion.

If the psychologist had been more aware of

how race might be a factor in Gabriel's self image she
might have given more attention to how he portrayed
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himself.

if teachers explored the effect
of the absence of

books about gay and lesbian families on children
who are
from those families, as well as on other
children's view of
same-sex households, they might more consciously
decide
whether or not to have more books visible and
available to
children.

How might a comprehensive analysis like this be

done?
The staff didn't want introductory and simplistic

trainings on racism or any other "ism."

Instead they had

interesting ideas for how to develop themselves to meet
their needs (see Section IV)

Sometimes, however, based on

.

the experience of other schools, a well-done series of

informational workshops on racism or any other "ism" can
help focus group thinking and assist in examining policies
(Dickerson,

1993; O'Grady,

1992).

The school has an accurate (in my opinion) image of

itself as being unique.

The reputation that the school has

is and has been a great motivator for developing creative,

in-depth curriculum and has led to imaginative problemsolving

.

All the camaraderie that makes the school strong also

can make it difficult to bring up hard issues; therefore an

extra effort has to be made to encourage questioning and

helpful critique.

Jane said,

many things are right.

"This is a school in which so

You don't want to be a slight bit

critical... because people are working very, very hard and

there is so much good will, you don't want to make anybody
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feel bad."

And a new parent said,

critical because

I

"I

don't want to be

feel like we are so lucky to
have such a

good school that it almost seems unfair
to ask for more."
This image (and reality) of the school
as being very
good and often original can also prevent
the teachers and
principal from trying what others have tried,
such as doing
a multicultural self-assessment of
the school, having
workshops on racial identity development, or
setting up a
permanent multicultural task force.
The teachers and parents at Roadtown are
sophisticated

and cautious about simple answers.

There is good reason to

be wary of sounding like the school is on the
anti-racism

bandwagon without really being there.

Jargon,

rigid

thinking, and sloganeering are present in the broader

multicultural/anti-racism education movement.

Just because

one talks a good line doesn't mean one knows how to enact
it.

As Robert Terry writes:

Some people are quick to pick up the label of new
Whiteness [his term for anti-racism] and avoid the
struggle with its reality. As a result, new Whiteness
becomes a subtle guise for perpetuating old thought
forms and old styles of action.
I have become wary of
anyone who eagerly picks up the language without
personal struggle or testing the new language against
old behavior.
(p 98
)

But this wariness should not be a deterrent or even an

excuse for not looking at the hard issues of racism in an

ongoing manner.

Though all of the teachers in the school

are aware of the existence of racism, classism, and sexism

and may even have attended workshops and done reading,

societal habits run deep and are constantly reinforced in
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a

myriad of ways by the media and societal
structures at
large.

At one point Peter, who had seen a
lot of battling

between Blacks and Whites when he was in
the Navy thirty
years ago remarked,
Over the years I felt like, gee, we went
much in th e '60s and '70s. Things have through so
got to be a
lot better now.
So I think that has been part of
mV
resistance quite frankly to some of the new
stuff
that
is happening.
I've become more tolerant of it
myself
but at first I did have a resistance
to it
One may think he or she has dealt with
these issues, but it
is an ongoing process (Sleeter, 1994)

Adjusting to Constant Chance
One of the challenges that Roadtown faced
was

ceaseless flux. As Jack said,
going from year to year....

"For four years we have been

Things change so much,

not all that useful to plan."

[it's]

Roadtown managed to cope

with the changing tides of new buildings, classroom
structures, budgets, and state educational reform.

In

order to educate children in these times of significant
change, how can change itself be the lesson?

How can one

learn the combination of flexibility and perseverance that

will enable one to keep

beneath?

a

focus while the ground changes

Roadtown 's inclusion model was developed from

a

problem-solving point of view, as was the fifth's grade
girl's group, the school's portfolio program, and Martha's

buying of books in Spanish for Lucia, to mention a few
examples.

This openness to change and the will to find

solutions goes a long way towards building a truly

inclusive school community.
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Summary

Roadtown's experience combined with the suggestions

made in Section IV offers lessons to be learned about the
journey of becoming a multicultural school in a

predominately White area.

Certainly every school has its

own particular strengths and resources, along with its

challenges and problems.
other schools?

What might be transferable to

The fact that Roadtown thought about and

was in some degree able to draw upon and utilize the
many

resources in its staff, parent body, and the larger
community, demonstrated a way of grounding the idea of

multicultural education in the specific reality of the
school and its environment.

Their historical commitment to inclusion and
acceptance, evident in their special education program,

interdisciplinary curriculum, and attention to social
relationships between children and between adults, serves
as a model for building a foundation for

multi cultural /anti -bias education

Roadtown's re-examination of how it addressed

multicultural issues was triggered by upset African-

American parents, indicating the potential burden of
responsibility on in-coming parents and children of color
entering predominately White schools.

This suggests a need

for schools to be working with children, parents, and

teachers around issues of race and culture on an ongoing
basis.

It also appears that schools would benefit from
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being prepared for incidents and
conflicts which will
inevitably arise in the course of
contact between
established students and those who may
be new and different
than the norm.
Roadtown demonstrated the strength of a
devoted,
experienced group of staff and parents.
The difficult work
of systematic multicultural/anti-racist
work cannot be done
in an atmosphere of fear,

distrust, alienation,

competition, back-biting, and rigidity.

Roadtown

demonstrated the power of a loving community to
grow-perhaps in fits and starts--to change, listen,

struggle,

imagine, and problem-solve

These were not simply

.

amorphous qualities; when time, space, and resources
were

allocated institutionally to having meaningful contact
with
people from other cultures, the power to grow was
increased
A school community cannot effectively confront racism

and other divisions without

a

dedication to the growth of

each and every student reflected in the school's curriculum

and structure.

Respect for one's fellow teachers and

appreciation of and from the parents and the community are
also important, all of which Roadtown has in good measure.

Tom reflected on the process of change for himself,
children, and the school:

The school is going to continually evolve...
There
are the ebbs and flows, emotional ups and downs.
School will still be here, and the school will
probably still be a good school. School will probably
at times not be as good as we think we are.
Other
times better than we realize we are.
I think it will
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be a Caring Place where people
do have the
s interest above other
interests.

children

,

Above all, it is this common
shared commitment to
meeting the needs of the children
at the school
that

I

believe does and will help schools
like Roadtown work
through conflicts and difficulties.
Questions

f or

Further Research

This study was only a glimpse into
the life of a

predominantly White rural elementary school
as it continues
on a journey towards increased diversity
with
justice.

this study staff and some parents were
participants.

in

in

another study it would be interesting and
important to
interview and work with students to better
understand how
they were thinking, to see how they viewed
the racial

conflicts,

to hear what differences are salient
to them,

to

understand how they view power, to know what they
learned
from discussions, and how they see themselves
in relation
to others outside of Roadtown (Cohen,

1993).

It would be very interesting to do a follow-up
study

with students who have graduated from Roadtown to ask
them
how and in what ways the school prepared them for operating
in a much more multicultural student body.

It would be

interesting to know how and whether they think education at

Roadtown enabled them to learn about and work with students
who are different than themselves.
Following along these lines, it would be useful to

know how transferable knowledge about one oppression is to
others.

For instance,

if rural White schools work with
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students around the issue of ableism,
which may be more
visible and apparently relevant,
will children grasp the
dynamics of racism and their roles
in its perpetuation?
This question can be applied to
systematic sexism and class
structure and divisions.
If white schools do begin here,
what do they need to do to help
students make further
connections?

Considering the school's proximity to
colleges and
cities,

it would be interesting to examine
how schools even

more distant from educational institutions
and from
possible contact with urban and culturally
different

populations manage these issues.

How can communities that

have more divergent value systems work with
multicultural
issues? At Roadtown putting the children first
brought the

community as a whole together, overcoming its
differences

m,

for example,

raising taxes for the school.

How might

that work in communities with a strong radical Right
which

might well oppose multicultural efforts?

How can a small school like Roadtown help families who
find themselves in economic disarray and emotional turmoil?

How can a community like Roadtown be a community that
offers support to those who have newly come and who may not
feel a sense of connection with others or a sense of

ownership?

It would interesting to know if there are

predominately White communities that are actively
recruiting families of color and how they are going about
it
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Considering the kind of ongoing process
multicultural
education, anti-bias education requires, it
would
be

interesting and potentially useful for teachers
to be
engaged as researchers themselves and to have a
continual
process for exploring how to work with racism, and
injustice, and how to work with values and goals among

their students (Swadener and Miller-Marsh, 1993).

Teachers would be wonderful resources for learning how

children are thinking about issues of injustice, and how
they see rectifying them.

Teachers also may be able to

work with children to discover the kinds of differences
that are salient to them and at what points developmentally

they become so (Brown et al
It

.

,

1994; Greeley and Mizell).

would be interesting to compare the differences children

notice with ones which are important to adults and see if
there are unexpected discrepancies, letting adults know

ways in which we assume children share adult perspectives.

From a national perspective it could be very useful to
do a survey of how predominately White schools across the

country or in particular regions are addressing many of the
issues facing Roadtown.

What difference does region make?

Most likely multicultural education in rural New England
will look different than multicultural education done in

White communities in the deep South or the Midwest, or the
Northwest.

Each region has its own history, geography, and

demographics to work with.

What can we learn from each

other?

263

Conclusion

have learned that it is difficult for
members of a
community to comprehend that each person is
part of many
I

institutional patterns, almost involuntarily,
and that each
person needs to take responsibility by
acknowledging and
challenging these patterns.
I have learned there
is
the

need to create alternatives, to develop and
test

communication skills, to cultivate an ongoing
selfawareness that will continue throughout life.
Working with
children is very often fascinating, surprising,
amazing,

fun,

difficult, and meaningful.

As evidenced by Roadtown's

enthusiastic teachers, it is in this spirit of learning
about oneself, one's relationship to the world, and
the

nature of change that makes the most effective anti-bias,
life affirming education happens.

It is

grounded in the

specific, the day-to-day.
Process, pushing and pulling, experimenting and

challenging: this seems to be what it is all about.

Multicultural education is here as

a

rallying cry to

^lirrhriate inecjuities in the United States

(and hopefully

beyond) and to develop children who can learn to work and

live together with others to build a just and loving world.

No small task; and we certainly are not at the beginning of
the work; there are many who have gone before us.

This

study of Roadtown's process was just a glimpse at the very

human story of guiding children into adulthood so they are
ready and able to offer their individual gifts to a
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collective endeavor.

As has been said before,

it is

sometimes not easy, but it can be important,
effective, and
potentially deeply satisfying, to overcome what have
seemed
to be unsurmount able barriers and find
points of connection

and mutual integrity.
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EPILOGUE
It is now the fall of 1994.

Roadtown started school

in their new building in
September.
1993 and the following spring

number of times.

I

During the fall of

had visited the school a

At the end of July

I

interviewed Jack,

the principal, to ask him what he
thought the school had
done in the name of diversity in the
past year and what he
foresaw for the coming year. The
following is a

combination of my observations and
discussions with
teachers and the interview with the
principal.
Background: The school moved to a recently
abandoned
old brick elementary school about a
half-hour bus drive
away.
All but one teacher was still there
(she was on
leave).
There was one replacement, an additional

kindergarten teacher, and an additional sixth
grade
teacher.
Three aides had left, one being Haleh. More
aides were hired, one was an African-American
woman

to work

with Darius.
Everyone had doors on their much larger classrooms,
there was no teacher's room.

There were a lot of stairs

but Carol was able to manage fine.

This was a difficult year.

Jack said:

Looking back, it was.
a year more intense demanding
and challenging than anyone anticipated.
There
were so many things that happened this past year that
made it impossible to give full attention to one
initiative, or enough of any of the many.
.

.

.

.

.

First there was the move, settling in and

establishing routines in the new building.

266

Getting

accustomed to the new grade structures
took some time as
well.
Then there was a very emotional
labor dispute
between the district and five
faculty that affected
everybody for a good bit of the fall.
in addition,
the

town was deciding whether to
regionalize; there were
meetings, town meetings, parent and
teacher meetings--this
took time and energy as well.
The staff had a bevy of
personal problems: one person's spouse
was gravely ill, one
person had a heart attack and had to
leave for some time,
others had significant family demands.
Jack said:
aCe Whe e <? eo le tend to be caring and
pitch
t-hi
5 and
they were S
drained
overtaxed just doing
everything they could to keep their
classrooms going
day-to-day in ways that felt reasonably
aligned with
their professional standards.
a

In
in,

At the beginning of the year Jack laid
out five goals
for the year: 1) Continue work with
portfolio assessment,

Continue work examining and exploring issues of
diversity, 3) Establish the new School Council
and
2)

running,

4)

Clarify grade structures, and

5)

get it

Make choices

about and prepare for the new school.
In terms of the school's work on diversity there
was

not a whole-school coordinated exploration of diversity

issues though most teachers continued to expand and

experiment with curriculum in lesser or greater ways

my observations

I

.

In

saw lots of books about different

cultures out and being read in teacher's classrooms.

The

first grade teacher was adapting the African tale, The

Great Kapok Tree to New England and they were doing
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a play.

The fourth grade was looking at
gender issues and talking
to local authors

There were a couple of projects that
did stand out as
long term projects.
Both these projects involved students
getting to know another culture, experient
ially
,

and over time.

in-depth,

Jack and Rebecca were able to raise enough

money to invite a local African-American
drummer to come
for a two-month residency.
He worked extensively with
Rebecca and Jane's large fifth grade class and
conducted
several workshops with a few other classes. The
grande
finale was an energetic and disciplined performance
by
almost thirty fifth graders. Rebecca integrated
the

drumming with the unit on African-American History
Through
Music, which she continued to refine.

Jack commented on

the sensitivities and insights students gained through
the

unit

Another long intensive project happened in Tony's
grade class.

His class spent almost half the year

learning about deaf culture through reading, and field
trips to three surrounding schools for the deaf.

He worked

with a student intern who was fluent in American Sign
Language.

They both taught the sixth graders enough for

them to conduct just about all of the morning meeting

observed in sign: they got the jokes;

I

didn't.

I

Tony

followed through on his aim to invite deaf presenters who

signed about whatever their profession was, not just about
deaf culture.

Tony talked extensively as did his students
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about learning from such a different
culture, how they also
had to look at their own culture in
the process of looking
into another.

Later that year Tony's class also
conducted

a

radon

study of the houses in Roadtown and
students were able to
give an accurate and helpful report to
homeowners.
Years
ago when the school was smaller Tony's
sixth grade had
studied the state of the water in Roadtown.
This was a
smaller but equally useful piece of work
that they

submitted to the board of health.

Though this project did

not directly address race or culture,

it did require the

students to look at a problem facing the community.

It

helped them become familiar with government offices
and
housing codes.
The new sixth grade teacher worked with all the
sixth

graders on a project that helped them understand different

perspectives and views about history.

She organized them

to put together a comprehensive living history

presentation.

Each child chose

a

person and learned as

much as he or she could about them.

Personages included

Jackie Robinson, Nellie Bly, Anne Frank, Frida Kahlo,

Vincent Van Gogh, a Holocaust survivor, and a man who

developed computers who also happened to be gay.

Each of

the students became their characters wearing the

appropriate clothes, using the correct language

(as best

they could) and telling their character's story to the
school during a "living history museum."
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Students were

able to more deeply understand what life
might have been
and is like for others.

Besides the curriculum, Jack related
efforts to build
community, to help children overcome
conflicts.
He talked
about the fifth grade's experience.
The fifth grade was
very large this past year. Rebecca
and Jane worked
together much of the time. One of their
main thrusts was
to build community with the group.
Lots of things

contributed to this both formally and informally.
Jane
began to teach students how to knit.
It wasn't long before
small groups of fifth grade boys were
sitting
in circles,

knitting, and soon sharing personal issues
that they might
never have in different circumstances. As
Jack
said,

it

was like men fixing nets or tools around the
fire in the
winter time. Jane commented on the intimacy that
developed

because of this relaxing activity.
At one point the fifth grade was having a
hard time at

recess.

problem.

Rebecca gathered the group together to discuss the
Out of it came a solution of rotating

facilitators; this self -regulation brought the fifth grade

together even more.

Students who were usually out of

control were finding ways to channel their energies.

One

boy's leadership qualities ended up bringing him respect

and affection rather than antagonism and frustration.

Teachers in the school apparently continued to

problem- solve with their students and to actively explore

authentic questions.

Some of the activities directly
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related to race and culture, others worked
to develop
critical thinking skills, communication,
and creative
solution generation.
During my visits

I

noticed that the walls were covered

with colorful children's work, often
done with art
techniques from other cultures; there
were Mexican bark
paintings and African masks. One
of the parents on the
former Learning from Diversity
Committee had been hired as
the new art teacher.
The holiday concert featured a
wide
variety of cultural influences: a
student did an exquisite
piece of Indian dance, and two girls
sang in
Polish.

There

was an African drumming and dancing
group which included
Carol with cerebral palsy, a Spanish Hanukkah
song, James
Brown's "I Feel Good," and Jingle Bells.

What about racial slurs or comments?

would have taken more investigation.

I

To know this

didn't hear of any

and Jack said there had been no major incidents
this year,
though the preschool teacher did notice a number of

derogatory racial comments made in her classroom.
Gabriel's new teacher reported that he's happily coloring
himself brown; his mother is pleased.

With the help of the

African-American aide the school is beginning to sort out
what issues come up for children directly because of being

racially isolated and what are problems that have a tangle
of other origins.

Alma is anxious to move back to Ecoleton

but she is happy enough with the school to wait until her

son has finished sixth grade.

271

One new aide reported to me

briefly her unhappiness with a
particular teacher's
conventional approach to Thanksgiving,
when the school
lacks a whole-school strategy it
is at the mercy of the
capacities and imaginations of its
staff.
The Learning from Diversity
Committee did not meet,
though people grumbled, each looking
to the other.
Jack
said that:
was less enthusiastic about the
amount of time spent
G
g
10n state ™ ent
Though it was a useful
effort ffor that
thaf rou P and it served its
?
purpose for
?
that period
of time.
It ceased to have that same
impact over time. It does lose that
bonding element,
and gives you the illusion that you've
done something
9
when
fact what you've done is of a transitory
dS
nt nUe to be done
1 don 't think
it Sot
0t t0 that next ?°
leve tl, or where do we go from
here
I

-

,

m

tW

^

'

He says about the future:
It will take some leadership and that
will
from me this year, I see my role as keeping not come
the flame
but not really stoking the fire.
Because of the
number of things that I need to do, I cant devote
myself too exclusively to any of them. And I think
it
is important that it be a broader base
effort, that it
take a form that has meaning to this community
and its
needs, and you think you need to spark that, keep
the
flame burning but you also need to have people
step in
and take responsibility and be part of it.
It can't
become my thing, if it becomes my thing it dies; it
has to become everybody's and I think it is.

There are clearly some very immediate, logistical

people

s

minds as they move into their new school

Jack hopes that more books by and about diverse peoples
will

coming in, and there are plans to help parents work

with children in the study groups suggested in Chapter
The school council was created with two parents,

4.

two

teachers, and two community members--one an older woman and
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one a former Roadtown student
presently in high school.
Jack hopes to focus on the theme of
school as community.
The journey continues. Will there
be another incident
that brings race to the fore? Will
there be an

institutional school body that helps the school
work with
issues of all kinds of diversity? Will the
ongoing work of
the teachers and parents sensitizing children
to social
issues build a ground work for their future
actions? Will
students of color, and other students not of the
dominant

culture feel safe and valued?

Roadtown'

s

attention to

these questions, and follow-through on the generated

suggestions can take the school further down the road,
closer to its goal.
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APPENDIX A

CONSENT FORM FOR THE INSTITUTION
n
e
a d
am * doctoral student in the school
of
Educition at
Education
af the
hh» n
University of Massachusetts, Amherst
As
part of my doctoral process, I am
conducting a Qualitative
Ud
Ch
11 require that 1 interview
several
2.
faculty staff
"h
nd par ® nts at the Roadtown Elementary
?
?
School
interested in conducting this study
because
t
i
St 10 mulpic ltural and global
education
and
its
its^DDliraf
V
application
schools.
'

:

m

Inte^iews will be 90 minutes in duration and
will be
audio taped and later transcribed.
Some of the themes the
will explore include goals and
multicultural education, feelings about thedefinitions of
effort to
consciously integrate a multicultural perspective
into the
school, ways
which the individual feels he or she is
a ready working with a multicultural
perspective, and
barriers or anticipated difficulties that he
or she thinks
do and will arise along the process.
.

m

n site observations will be conducted
two days a week from
through June.
In agreeing to participate in this
study, members of the school agree that I may
have access
to faculty meetings, board meetings, committee

3.ebruary

meetings,
and other gatherings unless my presence is
inappropriate.

Interviews will be confidential with a pseudonym replacing
all proper names.
My goal is to analyze and compose the
materials from the interviews, along with my on-site
observations and document review, to develop a fuller
understanding of the process through which Roadtown
Elementary School is incorporating a multicultural
perspective into daily practices.
This understanding could be used in:
my dissertation
journal articles
presentations to professional groups
a book
In all written material and oral presentations in which I
may use material from the study, all names will be changed
as will details that may too closely identify the school or
its members.
a)
b)
c)
d)

4. My purpose is to explore the perspectives, attitudes,
and beliefs of teachers, staff, and parents at the school.
I will not be interviewing children.
5. This form outlines how I may use the materials from this
case study.
If I were to use the material in any other way
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C ° ntaCt

consent.

SCh ° 01 t0 gain additional
written

hlS f ° rm aS s 9ned by a representative
from the school
ai=^
J
also assures me that
it will make no financial
claim
against me for the use of the materials

from this case

7. In signing this form, you
are also
medical treatment will be required by stating that no
you from the
University of Massachusetts or by me should
any iniurv
3
result from participating in this case
study

^

Principal of Roadtown
Elementary School, have read the above
acting as a representative of the schoolstatement and,
will p
participate
pdce
this consent form.

m

Signature
Date
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APPENDIX B

WRITTEN CONSENT FORM FOR INDIVIDUALS
n fe
a d; am a doc
ral student in the school
o£
Educ
EducVion
a ti° n at the
Lo University
n
of Massachusetts, Amherst.
As
part of my doctoral process, I am
conductino a miaUhaicase study which will require that I
interview several
2.
Y
and P arents at the Roadtown Elementary
Srhonl
School.
i am interested
conducting this study because
of my interest in multicultural and
global education
aon and
its application in schools.

V

^

"

^

'

m

You are being asked to be a participant
in this studv
conduct one 90-minute interview with
you over the*
next several months.
Some of the themes of this interview
explore your perspective on Roadtown
Elementary
qihn
School
s commitment to multicultural
education and the
process through which the school is achieving
its goal; how
this transition has impacted on you; and
connections in
3. r
n bGtWeen thls process and the overall
goal of
the s chool°

win

e
erVi WS
be audi °- ta Ped and later transcribed.
Mv goal
rro^ is f
My
to analyze and compose the materials from
your
interview, along with my on-site observations
and documents
review, to develop a fuller understanding of
the
through which Roadtown Elementary School has and process
is
integrating a multicultural/global perspective into
the
daily life of school.

a)
b)
c)
d)

this understanding could be used in:
my dissertation
journal articles
presentations to professional groups
a book

In all written material and oral presentations in which
I
may use material from your interview, I will use neither
your name nor the names of people close to you. Interviews
be confidential and transcripts will be typed with a
pseudonym replacing all proper names.

While consenting at this time to participate in an
interview, you may at any time withdraw from the actual
interview process.

4.

5. Furthermore, while having consented to participate in
the interview process, and having done so, you may withdraw
your consent to have specific excerpts from your interview
used in any printed or oral presentations.
I request a
minimum of two week notice from you in order that I may
make the appropriate change.
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In s gn ng thls form you are agreeing
to the use of the
^
^
materials
from your interview as indicated in the
consent
form.
If I were to use the material in any other
way I
would contact you to gain your additional written
consent.
‘

.

.

n signing this form, you are also assuring me
that you
will| make no financial claim against me for the
use of the
materials from your interview.
8
In signing this form, you are also
stating that no
medical treatment will be required by
you
from the
lv s ty of Massachusetts or by
me
should
any injury
c
J
result
from participating in this interview.

^ ^

will be happy to furnish you with
copies of
terials
y°ur
interview
and
at the
end
enl of
o? the study, the audio-tapes of your
interview.
?

™

Jennifer Ladd
83 Crescent St.
Northampton, MA 01060
(413)585-0766

have read the
statement7 and agree to participate as an interviewee above
under
the conditions stated in this consent form.

Signature
Date

Interviewer
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APPENDIX C
NAMES AND ROLES AT ROADTOWN

Teachers
Martha
Jane
Margie
Peggy
Tom
Ellen
Tony
Linda
Fred
Jeannie
Helen
Joan

Principal

-

Jack

Staff and Aides
Will
Tawna
Rena
Beth
Haleh
Valerie

Parents
Iris

Trevor
Lance
Pamela
Alma
Lydia
Rosa
Mark
Paula
Jewel
Peter
Lane
Lisa

Children
Frances
Carol
Maria
Gabriel

Randall
Lucia
Darius
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